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Introduction 


I decided to write this book because 1 needed it; and as soon as I began to 
discuss the idea with other teachers and students it became clear that 
many of them felt the same need as I did, and for similar reasons. On the 
one hand, we all more or less took it for granted that we would have to 
teach grammar - either because some authority told us to, or because we 
ourselves were genuinely convinced that grammar input helps our 
students to learn the language. On the other hand, we felt most 
comfortable using a broadly communicative methodology in our teach¬ 
ing, and were disappointed to find that our coursebooks provided very 
few ideas for interesting, meaningful and contextualized grammar prac¬ 
tice. There are usually either ‘communicative’ activities designed to 
develop general fluency, or ‘grammatical’ exercises that are for the most 
part based on uninteresting manipulation of forms. A few books and 
periodicals suggest a number of good ideas for the kind of activities we 
wanted (see bibi.iography) — but there seemed to be no comprehensive, 
systematically categorized collection that could be used to supplement a 
coursebook. 

‘What we need’, a group of student teachers told me, ‘is a book that 
will gather together the most useful of the game-like or communicative 
grammar-practice procedures that are in the books we know, plus any 
more you can think of or find, and lay them out systematically so that we 
can look up, say, the “Present Perfect” on Monday morning and find a 
few good ideas to choose from.’ 

1 found, however, that however sensible and simple this idea sounded 
in theory, its execution in practice was not so easy; and the end result has 
inevitably fallen short of my first ambitious plans. 

For a start the book could not possibly cover all the grammatical 
structures there are; nor is it always so clear what is ‘grammar’ and what 
is not. So 1 decided to select only those items that 1 and other teachers I 
consulted have found in our own teaching to be the most essential and/or 
tricky, and included some - ‘numbers’, for example - that are in the fuzzy 
area between lexis and grammar. Even then, the sheer number of 
activities which could be included in a collection of this kind is enormous, 
so it was necessary to sift and select. All this means that any individual 
reader will inevitably find some omissions. 

Classification was another difficulty, as many of the best activities do 
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not divide neatly according to grammatical categories, but un be used 
equally well to practise several different ones. The final layout is 
inevitably a compromise solution, with a lot of repetition and cross- 
referencing, my main consideration being the convenience of the 
(teacher-)reader rather than consistency or economy. 

Then there is the problem of acknowledgement. Many ^ c the ideas 
presented in this book are borrowed, or adapted, from writers, teacher 
colleagues, contributors to EFL journals; and sometimes very nearly 
identical versions of the same activity can be traced back to two or more 
different sources. 1 have done my best to acknowledge sources wherever 
these are clear and known to me, and provided a bibliography; but there 
are doubtless omissions, for which I apologise in advance. 

Acknowledgements for ideas are due to the following people in these 
activities: 

1.2 Michael Carrier 

4.2 Leo Jones 

6.2 Mario Rinvolucri 

11.2 Andrew Wright 
12.6 Stretton Taborn 

13.3 Michael Swan and Catherine Walter 

15.2 Mario Rinvolucri 

15.8 Michael Swan and Catherine Walter 

17.3 Andrew Wright 

17.4 Stretton Taborn 
18.2 I.S.P. Nation 

19.5 Mario Rinvolucri 

23.9 Alan Maley 

27.4 Alan Maley 

27.5 Wendy Scott 

28.5 Michael Swan and Catherine Walter 

33.5 Michael Swan and Jennifer Seidl 

part one of the book — Guidelines — provides a general introduction to 
the topic of grammar practice, and suggests guidelines for the design of 
effective classroom activities; it also includes a section of practical hints 
to help you (the teacher) present them effectively in class. 

part two - Activities — consists of a series of descriptions of 
grammar-practice procedures, designed according to the principles out¬ 
lined in part one. The activities are grouped into sections according to 
grammatical category, and these ordered alphabetically; so you should 
be able to find any section you want simply by leafing through the book. 
If, however, you use different terminology from mine, look up your term 
in the index at the end of the book. Names of specific activities 
{Association dominoes , Questionnaires , etc.) are also included in the 
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index When activities arc* mentioned elsewhere in the text, they are 
lelured l<> hy their section number and name, not by page number (4.1 
Association dominoes , 15.4 Questionnaires ). 

I he descriptions of the procedures are accompanied, where appro¬ 
priate, hy sample texts and visual materials in the Boxes , which you may 
want to photocopy for immediate use in the classroom (broken-line 
frames within the Boxes indicate cutting-out lines), or use as a basis for 
designing your own materials. 

There is no formal classification of activities according to the mode 
(written or spoken) or difficulty level, partly because most of them can be 
used for both writing and speech, and at various levels of proficiency, and 
partly because you yourself are, obviously, a better judge of where and 
how to use them in your teaching situation than 1 am. 
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PART ONE: GUIDELINES 


1 Grammar 


1 What is grammar? 

Grammar may be roughly defined as the way a language manipulates and 
combines words (or bits of words) in order to form longer units of 
meaning. For example, in English the present form of the verb be in the 
third person has two distinct forms, one (is) being used with a singular 
subject, and the other (are) with a plural; and if the plural are is combined 
with a singular subject, the result is usually unacceptable or ‘ungramma¬ 
tical’. Thus, a sentence like: This is a book is grammatical, whereas This 
are a book is not. There is a set of rules which govern how units of 
meaning may be constructed in any language: we may say that a learner 
who ‘knows grammar’ is one who has mastered and can apply these rules 
to express him or herself in what would be considered acceptable 
language forms. 

1 have not attempted here to describe the structures themselves, nor to 
define what is grammatically acceptable and what is not; for this you 
should refer to books of English grammar or usage (see bibliography). 
The function of this book is only to provide ideas for classroom practice. 

2 The place of grammar in language teaching 

There is no doubt that a knowledge — implicit or explicit — of grammati¬ 
cal rules is essential for the mastery of a language: you cannot use words 
unless you know how they should be put together. But there has been 
some discussion in recent years of the question: do we have to have 
‘grammar exercises’? Isn’t it better for learners to absorb the rules 
intuitively through ‘communicative’ activities than to be taught through 
special exercises explicitly aimed at teaching grammar? 

If you are (voluntarily!) reading this book, then your answer to the Iasi 
question is probab ,ir either a straight ‘no’ or at least a cautious ‘not 
necessarily’. The fact that a learning process is aiming for a certain target 
behaviour does not necessarily mean that the process itself should hr 
composed entirely of imitations of that behaviour. In other words, ability 
to communicate effectively is probably not attained most quickly or 
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efficiently through pure communication practice in the classroom - not, 
at least, within the framework of a formal course of study. 

In ‘natural learning’ - such as the learning of a first language by a child 
- the amount of time and motivation devoted to learning is so great that 
there is no necessity for conscious planning of the learning process: 
sooner or later the material is absorbed. However, in a formal course of 
study, there is very much less time available, and often less motivation, 
which means that learning time has to be organized for optimum 
efficiency. This means preparing a programme of study - a syllabus - so 
that bits of the total corpus of knowledge are presented one after the 
other for gradual, systematic acquisition, rather than all at once. And it 
also means preparing an organized, balanced plan of classroom teaching/ 
learning procedures through which the learners will be enabled to spend 
some of their time concentrating on mastering one or more of the 
components of the target language on their way to acquiring it as a 
whole. These components may be things like spelling or pronunciation or 
vocabulary - or grammar. 

Grammar, then, may furnish the basis for a set of classroom activities 
during which it becomes temporarily the main learning objective. But the 
key word here is temporarily. The learning of grammar should be seen in 
the long term as one of the means of acquiring a thorough mastery of the 
language as a whole, not as an end in itself. Thus, although at an early 
stage we may ask our students to learn a certain structure through 
exercises that concentrate on virtually meaningless manipulations of 
language, we should quickly progress to activities that use it meaning¬ 
fully. And even these activities will be superseded eventually by general 
fluency practice, where the emphasis is on successful communication, 
and any learning of grammar takes place only as incidental to this main 
objective. 


3 What does learning grammar involve? 

IWloi c planning the organization of our teaching, we need to have clear in 
• hi minds exactly what our subject-matter is: What sorts of things are 
mu Imled under the heading grammar, and what is involved in ‘knowing’ 
,i structure? 

I lie sheer variety of all the different structures that may be labelled 
gi .nnmaticar is enormous. Some have exact parallels in the native 
I mgiiagc and arc easily mastered; others have no such parallels but are 
I hi |y simple m themselves; while yet others are totally alien and very 
ditfu uh to gi asp. Some have fairly simple forms, but it may be difficult to 
h mi win u h> use them ami where not (the definite article, for example); 
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others have relatively easy meanings, but very varied or difficult forms 
(the past simple tense). Some involve single-word choices ( alanlsome ), 
others entire sentences (conditionals). 

When we teach any one of these types of structures, we are - or should 
be - getting our students to learn quite a large number of different, 
though related, bits of knowledge and skills: how to recognize the 
examples of the structure when spoken, how to identify its written form, 
how to produce both its spoken and written form, how to understand its 
meaning in context, and produce meaningful sentences using it them¬ 
selves. All these ‘bits’ may be presented in the form of a table thus: 


ASPECTS OF THE TEACHING/LEARNING OF STRUCTURES 



Form 

Meaning 

Listening 

Perception and recognition of 
the spoken form of the 
structure 

Comprehension of what the 
spoken structure means in 
context 

Speaking 

Production of well-formed 
examples in speech 

Use of the structure to 
convey meanings in speech 

Reading 

Perception and recognition of 
the written form 

Comprehension of what the 
written structure means in 
context 

Writing 

Production of well-formed 
examples in writing 

Use of the structure to 
convey meanings in writing 


Some teachers, and/or the coursebooks they use, have a tendency to 
concentrate on some of these and neglect others: they may spend a lot of 
time on getting the forms right and neglect to give practice in using the 
structure to convey meanings: or they may focus on written exercises and 
fail to cover the oral aspects satisfactorily. It is important to keep a 
balance, taking into account, of course, the needs of the particular class 
being taught. 

4 The organization of grammar teaching 

Any generalization about the 'best’ way to teach grammar - what kinds 
of teaching procedures should be used, and in what order — will have to 
take into account both the wide range of knowledge and skills that need 
to be taught, and the variety of different kinds of structures subsumed 
under the heading ‘grammar’. Thus the organization Suggested here 
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represents only a general framework into which a very wide variety of 
teaching techniques will fit. I suggest four stages: 

a) Presentation 

b) Isolation and explanation 

c) Practice 

d) Test 

a) PRESENTATION 

We usually begin by presenting the class with a text in which the 
grammatical structure appears. The aim of the presentation is to get the 
learners to perceive the structure - its form and meaning - in both speech 
and writing and to take it into short-term memory. Often a story or short 
dialogue is used which appears in written form in the textbook and is also 
read aloud by the teacher and/or students. As a follow-up, students may 
be asked to read aloud, repeat, reproduce from memory, or copy out 
instances of the use of the structure within the text. Where the structure is 
a very simple, easily perceived one, the presentation ‘text’ may be no 
more than a sample sentence or two, which serves as a model for 
immediate practice. 

b) ISOLATION AND EXPLANATION 

At this stage we move away from the context, and focus, temporarily, on the 
grammatical items themselves: what they sound and look like, what they 
mean, how they function - in short, what rules govern them. The objective 
is that the learners should understand these various aspects of the struc¬ 
ture. In some classes we may need to make extensive use of the students’ 
native language to explain, translate, make generalizations and so on. 

In more academic classes, or where the structure is particularly difficult 
lor the students to grasp, this stage may take some time. However, where 
the structure is very simple, or very close to a parallel in the native 
language, or when the students tend to learn the language intuitively 
rather than intellectually, it may take only a minute or so or be entirely 
omitted. 

0 practice 

rhe practice stage consists of a series of exercises done both in the 
* lassrooro and tor home assignments, whose aim is to cause the learners 
to absorb the structure thoroughly; or, to put it another way, to transfer 
what they know from short-term to long-term memory. Obviously, not 
< vri y grammat pracik e procedure can ‘cover’ all aspects of the structure 
,listed in the tabh on page (*»; therefore we shall need to use a series of 
v hi, d e\« i• iw hit h will complement each other and together provide 
thorough 11 ,v 1 * 
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With a structure whose formal rules are difficult to gi.isp, we might 
start by devoting some time to manipulation of the written and spoken 
forms, without relating particularly to meaning. Such practice is usually 
given through exercises based on ‘discrete items’ (a series of words, 
phrases or sentences with no particular connection between them, except 
insofar as they exemplify the structure to be practised). Commonly found 
exercises of this type are: 

i) Slot-fillers (the learner inserts the appropriate item) 

e.g. He is.boy. We have.umbrella, (a, an) 

Answer: He is a boy. We have an umbrella. 

ii) Transformation (the learner changes the structure in some prescribed 
manner) 

e.g. This is a woman, (put into the plural) 

Answer: They are women. 

The function of such exercises is simply to help make the rules of form 
clearer and to ensure that they are learnt more thoroughly. A learner who 
has worked through a series of them may find it easier, eventually, to 
express him or herself correctly, in language that will be acceptable to a 
native speaker. But because they give no practice in making meanings 
with the structure (and are therefore, incidentally, usually not very 
interesting) these exercises have limited usefulness; so we should move on 
to meaning-based practice as soon as we feel our students have a 
fundamental grasp of the rules of form and their application. (They may, 
of course, grasp these rules adequately as a result of the presentation and 
explanation, in which case we will not need purely form-based exercises 
at all.) 

Another category of practice procedures still stresses the production or 
perception of correct forms, but involves meanings as well - though as 
yet unlinked to any general situational framework — and cannot be done 
without comprehension. Such exercises are, again, usually based on 
discrete items, and tend not to be open-ended. Some examples: 

i) Translation, to or from the native language 

ii) Slot-filling, or multiple-choice, based on meaning, 
e.g. He (works, is working, worked) at the moment. 

Answer: He is working at the moment. 

iii) Slot-filling, with choice of answers not provided, 

e.g. Last night we.television. 

Answer: Last night we watched television. 
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e.g. He 

1 


an animal 

is 

soldiers 

She 

arc 

a woman 

The men 

am 

a student 

The dog 


a soldier 


Answers: He is a soldier, etc. 


I he language is still not being used to ‘do’ things, but merely to provide 
examples of itself (it is, in other words, not ‘communicative’) - but at 
least the exercises cannot be done through mere technical manipulation. 
They are certainly more interesting to do than purely form-based ones 
(and this interest can be increased by the introduction of piquant or 
amusing subject matter, or some game-like techniques), and provide 
more learning value. 

The third, and probably most productive-certainly most interesting- 
type of exercise is that in which the stress is on the production or 
comprehension of meanings for some non-linguistic purpose, while 
keeping an eye, as it were, on the way the structures are being manipu¬ 
lated in the process. Such practice may be obtained through information- 
or opinion-gap communication techniques or through activities based on 
the production of entertaining ideas. For example, the students might 
discuss or write about the possibilities arising out of a dilemma situation 
using the modals may, might, could, should, etc. (see 17.8 Dilemmas), or 
make up stories to practise the past tense (23.11 Cooperative story). 

If all three of the types of practice exercises described here are in fact 
used, they are likely to come in the order they have been laid out here - 
though not always. We may in the course of a communicative activity 
find that the students are making consistent mistakes in a certain 
structure and decide to return temporarily to an exercise that focuses on 
correct forms. Or it may be found feasible in some cases to do only one 
kind of practice (usually the third, as described above), if the structure is 
very easily mastered. 

Most coursebooks and grammar practice books provide plenty of 
examples of the first and second types. This book, which is meant to act 
as a supplement to them, therefore concentrates - though not exclusively 
- on the third. 


d) TEST 

Learners do tests in order to demonstrate - to themselves and to the 
teacher - how well they have mastered the material they have been 
learning. The main objective of tests within a taught course is to provide 
feedback, without which neither teacher nor learner would be able to 
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progress very far. We have to know where we are in order to know where 
to go next. 

Formal examinations, usually preceded by revision on the part of the 
learners, and followed by written evaluation on the part of the teacher, 
are only one kind of testing, arguably the least useful for immediate 
teaching purposes. (I do not give here a list of techniques that can or 
should be used for formal grammar testing, since the subject is outside my 
terms of reference.) Most testing, however, is done automatically and 
almost unconsciously by teacher and learners as the course proceeds, the 
most valuable - though necessarily impressionistic - feedback on learn¬ 
ing being supplied by the learners’ current performance in class and in 
home assignments. Often ‘practice’ exercises are used to supply such 
informal feedback, in which case they may function virtually as tests: but 
if this aspect is stressed, their effectiveness as practice techniques is 
usually lessened (see the end of Chapter 2). 

Of the four stages in grammar teaching described above, the practice 
stage is, 1 think, the most important, in that it is through practice that the 
material is most thoroughly and permanently learnt. So let us consider 
next what a grammar practice technique entails, and what makes it 
effective. 
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I lie practice stage comes after the initial presentation and explanation, 
when the learner is assumed to have perceived the material and taken it 
into short-term memory, but cannot be said to have really mastered it yet. 
Practice may be defined as any kind of engaging with the language on the 
part of the learner, usually under teacher supervision, whose primary 
objective is to consolidate learning. During practice the material is 
absorbed into long-term memory and the learner enabled to understand 
and produce examples of it with gradually lessening teacher support. A 
practice technique may involve reception - ‘passive’ exposure to spoken 
or written input —or ‘active’ production of language items and discourse. 

What makes a language practice - or, more specifically, a grammar 
practice - procedure effective? There is, of course no one generalization 
that will answer this question, but some of the factors that definitely 
contribute to successful practice are the following. 

1 Pre-learning 

Practice is the second or third stage in the process of learning a structure 
(as described in the previous chapter) - not the first. The function of a 
practice procedure is to familiarize learners with the material, not to 
introduce it; learners should not be asked to practise material they have 
not yet been taught. This sounds obvious, but it is surprising how often 
teachers do in fact launch into practice activities in the classroom without 
sufficient initial presentation of the material. If effective pre-learning has 
not taken place prior to the practice - that is to say, if the material has not 
been clearly perceived and taken into short-term memory by the learners 
- then much time will be wasted on incomprehension or unacceptable 
responses, forcing the teacher to interrupt the procedure for explanations 
and corrections, and lessening the time available for real practice. If there 
is virtually unlimited time available, of course, as in a ‘total immersion’ 
situation, this does not matter so much; the learners will gradually 
understand and absorb the material through the practice itself. But such 
is not the case in most language courses. 

There are apparent exceptions to the principle of pre-learning: when, 
for example, you introduce a structure for the first time in a brief sentence 
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or two and then go straight into a perfectly well liituiioiimg practice 
procedure. This happens where the structure’s form and meaning are 
very straightforward, or consist of a simple variation of something 
already learnt, and the learners grasp it after being exposed to only one or 
two examples. Pre-learning has, however, still taken place, though using 
a rapid and almost casual presentation appropriate to the simplicity of 
the structure. 


2 Volume and repetition 

By ‘volume’ 1 mean the sheer amount of (comprehensible) language that 
is spoken, heard, read or written in the course of the activity. Crudely 
speaking, the more language the learners are exposed to or produce, the 
more they are likely to learn: this means devoting plenty of time to 
practice sessions, and exploiting that time efficiently. When the material 
to be practised is non-specific, as in fluency exercises, this just means 
spending as much time as possible using the language in general (as 
distinct from talking about it). When, however, the material is specific, as 
in the learning of a grammatical structure, most of the volume should 
consist of repetition of the items to be learnt. In other words, we want to 
design procedures that will induce the learners to engage with the items to 
be learnt as many times as possible. This does not mean mere mechanical 
reiteration of forms, but repeated reception and production, in speech 
and writing, of different examples of the structure’s form and meaning. 

In a brief exercise where there is insufficient volume and repetition, the 
learners may provide you with some feedback on what they know, or do 
not know, but they will not get much opportunity to consolidate their 
learning. In other words, the procedure will probably function as an 
informal test rather than as a practice. 

In simple terms, the principle of repetition means that you have to get 
the learners to produce or perceive examples of the structure - say, 
sentences using the present perfect tense - over and over again. This 
would seem to be a perfect recipe for boredom. However, the two 
features of interest and repetition , though not easily combined, are by no 
means mutually exclusive; and thinking of ways to achieve both of them 
simultaneously is perhaps the central challenge facing the teacher and 
materials writer in designing effective practice techniques. 


3 Success-orientation 

Although it is certainly true that correction of mistakes does contribute 
towards learning (on a conscious, intellectual plane), the kind of 
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thorough* semi intuitive absorption of material we are aiming for in 
language teaching can only be achieved if* after mistakes have been 
♦ Inniiiated, learners have plenty of experience of ‘doing it right’. Thus 
Iii ,u lice in general is most effective il it is based on more or less successful 
I m i lot mancc, and practice activities should be designed and presented in 
sue h a way as to make it likely that learner responses will be acceptable. 

Besides immediate efficiency of practice, this principle of success- 
oneutation has wider pedagogical implications, no less important. A 
student whose performance is consistently successful will develop a 
positive self-image as a language learner, whereas one who frequently 
tails will be discouraged and demotivated. It should also be noted that 
tension and anxiety are fairly high if learners feel there is a possibility of 
‘lailure’ (that is, if they are in a sense of being tested), and are 
correspondingly lowered if they are confident of success. Thus, success- 
orientation contributes significantly to a positive classroom climate of 
relaxation, confidence and motivation. 

On the other hand, the fact that there is no risk of failure in producing 
acceptable language lessens the challenge of the activity for some 
participants, so we have to find other ways of making it interesting (see 
Section 6 below, and Chapter 3). 


4 Heterogeneity 

A ‘heterogeneous’ exercise, as I am using the term here, is one which may 
be done at various different levels. Because most (all?) classes are in fact 
composed of mixed-ability groups, a ‘homogeneous’ exercise cannot 
possibly provide effective practice for all the students: it will be too 
difficult for the weaker ones, and/or lacking in volume and challenge for 
the stronger. It is, however, possible - and desirable - to design practice 
tasks that can be interpreted and performed at whatever level the 
individual student feels appropriate, so that some will be able to do more 
than others - in terms of both quality and quantity. 

An example of an exercise lacking heterogeneity is one based on 
multiple-choice questions; for example: 

A male chauvinist.help with the washing-up. 

a) don’t 

b) isn’t 

c) doesn’t 

d) aren’t 

Such an item can only be done by students above a certain level of 
proficiency, but on the other hand gives no opportunity for the really 
advanced ones to exercise their capabilities. An example of a hetero- 
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Guidelines 


geneous task might be to give an initial sentence model, and ask students 
to contribute further examples. For instance: 

A male chauvinist doesn’t help with the washing-up. What else doesn’t he 
do? 

Students may respond with simple sentences like ‘He doesn’t cook’, or 
more complicated ones like ‘He doesn’t approve of women going out to 
work.’ In this way, the slower learners can succeed at the same time as the 
brighter ones can stretch themselves to the limits of their ability. Also, of 
course, the quicker ones can simply make more sentences, as well as more 
difficult ones, particularly if the exercise is done partly or wholly in 
writing. 

An exercise which is not heterogeneous will provide you with more 
reliable feedback on learner performance, because the task is stan¬ 
dardized and it is possible to assess the relative acceptability of different 
learner responses. But if this aspect is seen as a major objective, then the 
procedure is probably being used as an informal test, and is likely to be 
less effective as practice. 

The use of heterogeneous exercises not only ensures that a higher 
proportion of the class get learning value out of the practice; it also, like 
success-orientation, has a positive effect on learner attitude and moti¬ 
vation. Response at many different levels can be ‘right’, hence these 
exercises provide an opportunity for the teacher to give slower or less 
confident students the approval and encouragement they need. 


5 Teacher assistance 

Having presented the practice task, we then need to make sure that our 
students do in fact perform it successfully, and fairly briskly (to get 
through as much volume of language as possible and to maintain 
interest). There should be very little correction of mistakes if there has 
been proper pre-learning, and if the exercise is really success-oriented. 
Teacher activity in the course of the practice should therefore be largely 
directed towards supporting and assisting the students in their pro¬ 
duction of acceptable responses rather than towards assessing and 
correcting. Examples of such assistance are: simply giving extra time to 
reread or think; repeating or simplifying a text; approving the beginning 
of an utterance in order to encourage production of the whole; suggest¬ 
ions, hints, prompts. All this means that we have to be very alert to sense 
when and where help is needed and what form it should take. Again, 
there is a wider ‘message’: I, the teacher, am here to help you, the learner, 
succeed and progress in your learning, not to judge, scold or make you 
feel inferior. 
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It may be argued that if we constantly help our students to get it right, 
we will never know if they can manage by themselves or not. Part of the 
answer to this is, of course, that we should be sensitive enough to feel 
when they are going to be able to produce acceptable utterances on their 
own, and not rush in to help unnecessarily. If, on the other hand, we let 
them get it wrong and then correct, there will have been virtually no 
practice: only a brief (failed) test, followed by a re-presentation of the 
correct form. 


6 Interest 

Interest in language-practice procedures may derive to some extent from 
extrinsic motivation: for instance, a student may be motivated to take 
part and succeed in exercises if by doing so he or she may earn class 
'credit points’ or ‘stars’, or if he or she badly needs to know the language 
for promotion at work. But such factors are based on success or failure in 
lest-like procedures and therefore do not operate well in success-oriented 
practice; and they are often completely beyond our control and 
unpredictable (like how much the learner needs to know the language for 
career purposes). Thus, in most practice activities, motivation has to 
derive rather from the intrinsic interest of the activity itself: its (non- 
linguistic) topic and the task to be done. 

An otherwise well-designed practice procedure may fail to produce 
successful learning simply because it is boring: interest is an essential 
leatiirc of successful practice, not just an optional extra. Learners who 
.ite bored find it difficult to concentrate, their attention wanders, and 
I hey may spend much of the lesson time thinking of things other than the 
learning task in hand; even if they are apparently engaged with the 
e xercise, the quality of the effort and attention given to learning drops 
appreciably. Moreover, because boredom, particularly in younger 
i lasses, often produces unruly behaviour, more valuable learning time 
in,iv In* wasted on coping with discipline problems. If, however, the class 
is interested in what it is doing, its members will not only learn more 
efficiently, they are also likely to enjoy the process and to want to 

i nntmtie, 

I ni some practical ideas on increasing the interest of classroom 
at 1 1Vines, see pages 19-25. 

I llri'iivt practice procedures, then, arc usually characterized by the 
|> nines *>1 pn learning, volume and repetition, success-orientation, 
heteingt ik ii v te n lu i assistance and interest. Any one particular exer- 

ii t nia\ «•! coin*.* lad one oi mor* ol these and still be effective in 
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exercise is likely to become a virtual test, and provide little learning value. 

For example, if you give five sentences with either have or has missing, 
and ask individual students to fill in the missing word, correcting them it 
they get it wrong - then this is what 1 would call a virtual test. There is 
relatively little volume or repetition, no particular success-orientation or 
teacher assistance, the exercise is homogeneous and lacking in interest. 
(The aspect of pre-teaching is difficult to illustrate in an isolated 
example.) You may find out which of the responders know the difference 
between have and has (hence the ‘test’ aspect), but will have done little to 
help those whose knowledge is still a little shaky and simply need 
practice. If, on the other hand, we tell the students about some interesting 
or unusual possessions of our own (‘I have ...’), invite and help them to 
describe some of their own to each other, and then challenge them to 
remember what possessions another student has - there will be volume, 
repetition, etc., and the exercise is likely to produce effective practice 
(11.4 Possessions). 

Unfortunately, ‘virtual test’ procedures are extremely common in the 
classroom - being much more convenient to design and administer than 
real practice ones - and teachers and coursebook authors are often 
unaware that they are testing more than teaching. 

So far we have looked at topics connected with the place of grammar in 
language teaching and how it may, or should, be taught; and we have 
considered some aspects of language practice, within the context of 
grammar teaching. It now remains to turn to the third word in the title of 
this book and see how some of the theoretical ideas dealt with up to now 
can be applied in the design and presentation of classroom activities. 
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3 Activities 


I Ins book does not set out to provide a comprehensive taxonomy of all 
the types of grammar exercises available to the teacher, but rather to 
suggest a number of interesting, game-like or communicative practice 
techniques that can be used to supplement those provided by regular 
i oursebooks. In this chapter, we move on to a discussion of topics to do 
with the practical design of such techniques: the structure of the task on 
which they may be based; factors that contribute to interest-, various 
useful models of learner activation. 


1 The task 

The task the learners are asked to do may be overtly language-based 
(‘Clive me some examples of “yes/no” questions’) or apparently non- 
linguistic, producing use of the structure as a natural by-product (‘Guess 
what I’m thinking of’). The function of the task is simply to activate the 
learners in such a way as to get them to engage with the material to be 
practised. ‘Activating’ the learners, incidentally, or the phrase ‘active 
language use’, usually means actual production of instances of the 
structure on the part of the learners themselves - but not always: in many 
cases learners are rather perceiving, discriminating, understanding or 
interpreting — processes which also involve a high degree of mental 
‘activity’. 

The two essential characteristics of a good language-practice task are: 
a clear objective accompanied by the necessity for active language use. 

a) CLEAR OBJECTIVE 

The task objective may be language-based, in which case it may be 
generally defined as ‘getting the language right’. However, the objective 
‘getting the language right’ on its own often leads to the composition of 
rather boring, meaningless language-manipulation tasks, such as putting 
a series of sentences into the past tense. 

If the main objective, however, is to get some non-linguistic result the 
task is usually much more interesting and has more learning value - 
provided, of course, that achieving the objective involves using the 
grammar. This objective may be, for example, to solve a problem, to get 
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someone to do something, to create some kind <>l pleasing composition, 
to explore a situation, to get to know one another. 

In the most successful grammar exercises, the two kinds of objectives 
are combined, the non-linguistic one being the main motivating focus, 
while both teacher and students are aware of the 'secondary', linguistic 
one. You may say, for example: ‘1 want you to guess what I’m thinking of 
— and use “yes/no” questions as you do so.' The amount of attention paid 
to each aspect varies: if students get involved in discussing personal 
feelings while describing past experiences, it obviously will be inappro¬ 
priate to ask them to concentrate on using the past tense correctly; but if 
the objective is to produce or edit something for publication, correct 
usage will be stressed. 

In any case, the objective should be a simple one that can be defined in a 
few words, so that students are clear in their minds at all stages where 
they are going, and what the point is of what they are doing. It is very 
much easier to define an objective if there is a tangible result to be 
achieved: a list to be written out, a solution to be found and displayed, a 
story to be narrated, a picture to be drawn or marked. In such cases, you 
can explain the non-linguistic objective in terms of the end product (‘Find 
and write down the solution to this puzzle...') rather than in terms of the 
process (‘Suggest some ways you might solve this...’). 

b) ACTIVE LANGUAGE USE 

The learners should be able to attain the objective only by an exertion of 
effort in some kind of active language use; though this, as noted above, 
may involve the so-called 'passive' skills, listening and reading. And this 
active language use should provide for repeated exposure to or pro¬ 
duction of the structure(s) being practised. In other words, our task must 
provide for volume and repetition. 

First, we should make sure that the activity is in fact based mainly on 
using language and and does not waste too much time on mime, artistic 
creation or silent brain-racking. This may sound obvious, but it is 
surprising how many otherwise excellent language-practice tasks fall into 
this trap. It is tempting to think that if students (particularly children) are 
happily absorbed in doing a task in an English lesson, they are therefore 
learning English - but it is not always so. They may, of course, be 
achieving other equally - or more - important educational objectives, for 
the sake of which we may opt, temporarily, to sacrifice language-learning 
efficiency. But in any case, we need to be aware of what is really going on: 
to keep a careful eye on how much they are actually engaging with the 
language they are supposed to be practising. 

Second, we may need to put certain constraints on the process of 
achieving our task objective in order to make sure that maximum 
language use in fact takes place. For example, if you ask students to fill in 


18 


mini in.ii ion (using ihr past tense) on .in empty grid by referring to 
tnothci, completed, grid, then they will simply copy out each bit of text 
min the appropriate square. II, however, you put them in pairs, where 
. . 11 * -undent has one partially-filled grid and his or her partner the other, 
ind they have to ask and answer in order to get the information, the 
amount o! language used will be much more, and will include oral work 
ind both interrogative and affirmative forms (see 23.8 What really 
happened?). 

II we design our task in such a way that it has clear linguistic and 
non linguistic objectives and obliges learners to engage repeatedly with 
ihi structure that is being learnt in the process of achieving them, then we 
have the basis for a good grammar practice activity. But it is only the 
basis. Learners may still not do it very well if they find it boring. 


2 Interest 

I earners may, as already noted, be motivated to participate in a learning 
exercise by extrinsic factors that have nothing to do with the nature of the 
activity itself - they may very much need to know the language, for 
example, or want to be approved of. But we are concerned here with 
intrinsic motivation: what kinds of features within the activity itself 
arouse learners’ interest and attention and make them want to take part 
in it? 

a) topic 

The (non-linguistic) content of the activity is obviously a major factor in 
arousing - or deadening! - learner interest. The importance of the topic 
as a focus varies: if the activity is a discussion or essay on a controversial 
subject, then obviously the topic must be one that holds the learners’ 
attention; but if the activity is a game-like one where the emphasis is on 
problem-solving or creating amusing juxtapositions - as in an exercise 
like 17.3 Desert island equipment - then the subject matter becomes 
relatively unimportant, and the task itself is what provides the interest. 

There is no single ‘recipe’ for the selection of subjects that will arouse 
learner interest, but it may help to ask yourself the following questions: Is 
my topic something my students can relate to because they know 
something about it and it arouses definite positive or negative reactions? 
Or alternatively, something they would like to find out more about, and 
can do so through participating in the task? Is it something which 
stimulates their imagination or curiosity? Or something they are already 
familiar or personally involved with and would like to discuss or tell 
others about? Is it something I am interested in and can communicate my 
enthusiasm about to the class? 
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If the chosen topic gives a positive answer to one 01 more oi these 
questions, it will probably be found interesting ... but then again, it may 
not: even experienced teachers find themselves constantly surprised by 
the unpredictable reactions of their students to topics they had thought 
would interest or bore them. 

A more reliable piece of advice is: vary! A common reason for the 
dryness of many language textbooks is the lack of variety of their subject 
matter. They tend to concentrate only on anecdote, or only on the 
domestic doings of a set of characters, or only on informational news¬ 
paper articles, for example, and fail to cover a sufficiently wide range of 
subject matter. The same is true of teachers: many of us get into the rut of 
certain types of subjects, and neglect to change them. Not only does a 
frequent change of topic in itself help to maintain attention and interest in 
the classroom, it also makes it more likely that sooner or later every 
student may get to something that interests him or her. 

A good range of subject matter on which to base grammar practice 
might include the following types: 

— Factual information on topics of general interest: history, geography, 
psychology, politics, science, etc. 

— Controversial subjects of local or general interest 

— Personal viewpoints, experiences, feelings, tastes 

— Fiction: novels, short stories, anecdotes, folk tales 

— Amusing or pleasing ideas as expressed in poetry, proverbs, quotations 

— Entertainment: films, plays, television programmes 

— Personalities: locally known people, famous celebrities, imaginary 
characters 

b) VISUAL FOCUS 

It is very much easier to concentrate on thinking about something if you 
can see that something, or at least see some depicted or symbolic 
representation of it. Learners (particularly, but not only, younger ones) 
who are asked to discuss or listen to something without any visual focus 
often find their attention wandering. This is because sight is an extremely 
powerful and demanding sense: if you do not provide your students with 
something to look at, they will seek and find it elsewhere, in objects that 
have nothing to do with the learning task and that may distract them. An 
exercise that uses both aural and visual cues is likely, therefore, to be 
more interesting than one that is only speech-based. 

A written text may provide sufficient visual focus in itself; but 
accompanying graphic material often improves comprehension and 
performance if it helps to elucidate difficult content, adds meaning to a 
very short or boring text, or is used to compare and contrast (‘The text 
says she’s dancing but in the picture she’s sitting down’). Such material is 
usually in the form of a picture - a poster, a magazine cut-out, a slide or 
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overhead transparency - but n may of course be a representation of the 
mlm maiion being talked about in brief notes or a diagram. You yourself 
ue often an excellent visual aid, when using your own facial expression 
and physical movement to illustrate a topic; so are your students and the 
t lassroom environment. 

C) OPEN-ENDEDNESS 

A task that is open-ended allows for lots of different learner responses 
during its performance, and is therefore conducive to the production of 
varied and original ideas. 

Even if the basic structural framework of the response is prescribed in 
advance, learners’ motivation to participate rises significantly if they are 
allowed to choose the actual 'content’ words to use: the contributions, 
written or spoken, become less predictable and more interesting. For 
example, supposing you want to practise adverbs of frequency: one 
technique is to supply a sentence such as He has coffee for breakfast , and 
then ask students to insert the adverb always. The result is boring 
because it is predictable and of totally uninteresting content. But if 
students are asked to suggest all sorts of things they always (or usually , 
or sometimes , etc.) do when, say, they are feeling depressed, or when 
they have a free day, the exercise immediately becomes more interesting 
for all participants (2.4 What do you do when True, it also means 
they have to find their own vocabulary: but usually they can manage 
with what they know; and you can always supply the occasional new 
word as needed. 

However, it is not true to say that all closed-ended tasks are boring. 
When you want to drill certain patterns that the learners still have 
difficulty in producing on their own, there is a place for activities based 
on very controlled responses; and these can be made more interesting by 
varying intonation, facial expression and gesture, by the use of visuals, or 
by introducing game-like features such as competition, time limits, 
role-play and so on (see, for example, 11.3 Detectives). 

d) INFORMATION GAPS 

The existence of information gaps should not be taken to be the sole 
criterion of genuine ‘communication’: there are many examples of 
language use that is obviously communicative in spite of their absence 
(greetings, for example, or joking repartee). But it is true that the 
transmission of new ideas from one participant to another does occur in 
most real-life language-based transactions; and when this factor is built 
into a classroom language learning task, the effect is to add a feeling of 
purpose, challenge and authenticity which improve learner interest. 

For example, learners are often asked to practise the interrogative by 
taking an answer and reconstructing the question; a useful exercise for 
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sharpening awareness of interrogative forms, Init certainly not outstaml 
ingly interesting. If, however, students interrogate each other in order to 
get the necessary information to fill out a form (15.8 hilling in forms), 
then they are asking questions whose answers they do not know in 
advance, but need in order to perform a task; and their interest in both 
question and answer is likely to be much greater. 

A variation of the ‘information gap’ is the ‘opinion gap’, where the 
communication involves a transfer of ideas or opinions rather than facts. 
The interest generated by opinion-gap activities is similar to that of 
information-gap ones, but with the added feature of 'personalization’. 

e) PERSONALIZATION 

By personalization I mean the use of interaction based on the students’ 
personal experiences, opinions, ideas and feelings. 

Too many textbooks seem to see the learners merely as potential 
containers of knowledge, and neglect to relate to them as individual 
people. This expresses itself in exercises which ask them only to do things 
such as to express objective facts, or to manipulate texts about unknown 
characters, or to discuss issues that do not touch their (the students’) own 
lives, and in a lack of tasks demanding any kind of subjective judgement 
or individual variation. From an educational and moral point of view, I 
find these kinds of books uncongenial; it seems to me a basic tenet of 
good teaching that the teacher-student relationship should be built on the 
entire personalities of both teacher and student, like any other human 
relationship, not just on their language-teaching or language-learning 
faculties. But also from the point of view of interest, to fail to relate to the 
students’ individual backgrounds, thoughts and feelings is to deprive 
ourselves of an excellent source of interesting activities. 

As an example of a non-personalized exercise, learners can be asked to 
practise present perfect forms by discussing how long something shown 
in a picture has gone on , or has been going on. This can be a useful, 
heterogeneous exercise providing plenty of use of the structure. But a 
much higher level of interest is likely to result if we ask students to talk 
about things they themselves have done or have been doing (as in 26.8 / 
have lived here for...). Their contributions are interesting not only 
because they are unpredictable and likely to be very varied and original, 
but also because there is an element of personal investment: the students 
are 'giving’ of themselves to each other. This not only raises the level of 
attention to what is said, it also tends to contribute to an atmosphere of 
warmth and friendliness within the class. 

A word of caution, however: asking students to be very intimate or 
frank with one another can sometimes cause embarrassment or even 
distress; we have to be sensitive to their personalities and relationships, 
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uni not ask iIn in to ‘give <>l themselves’ more than they feel comfortable 
doing. 

I) V 1 . 1 *. ASIJKABLE TENSION 

Ui< reason why most games are interesting is that they provide their 
I - u ticipants - and sometimes spectators — with a feeling of pleasurable 
tension; and this feature can contribute also to the interest of language- 
practice activities. 

I he introduction of pleasurable tension, however, does not necessarily 
mean that the activity may be called a ‘game’. There is a fundamental 
difference between a true ‘game’, played for fun and recreation, and a 
'game-like’ language practice procedure which is a serious goal-oriented 
activity, performed primarily for the sake of its contribution to learning. 
I he distinction is, it is true, largely one of pedagogical approach and 
presentation rather than of practical design; but it is, I feel, an edu- 
i ationally valid and significant one. 

A grammar practice activity, then, should be presented to the class 
frankly as such, but may be made more enjoyable and interesting to do by 
the introduction of an element of tension associated with game-playing. 
Such tension is enjoyable because it is rooted in the drive to achieve some 
stimulating and clearly-defined objective, with the spice of uncertainty as 
to results, but without any threatening real-life consequences attending 
failure. 

For example, if the class is shown a picture and invited to make up 
sentences about it using the present progressive, the objective is rather 
ill-defined, and there is no particular challenge involved. If, however, we 
rephrase the objective: ‘Make up 20 sentences about a picture using the 
present progressive’, there is an immediate rise in tension (can we get to 
20 or can’t we?), and interest increases. We can increase it still further by 
introducing a time limit ('Make up 20 sentences about the picture using 
the present progressive within two minutes’) and/or an element of 
competition (‘Which group can make the most sentences about the 
picture using the present progressive in two minutes?’). I have tried out 
this sequence of exercises several times, and in every case the motivation 
to participate - and the amount of language produced - increased with 
each step (see 16.1 and 16.2 Describing pictures). 

The factors which produce this kind of pleasurable tension as illus¬ 
trated in the above examples are: the motivation to perform a clearly- 
defined, attainable but not too easy task; the added challenge caused by 
the introduction of extra constraints and rules, such as a time limit; the 
drive to compete with others (or with oneself, as in activities based on 
breaking one’s own previous record). 

One other useful generator of tension is the unexpected: what is going 
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to happen next, and will we/they be able to cope with it? hot example, m 
activities like 23.10 Alibi , or 15.9 Don't say yes or no % the tension 
depends on the unpredictability of the questions that will be fired at the 
answerers, and on their ability to think up acceptable answers. 

g) ENTERTAINMENT 

Another source of interest is sheer entertainment: the reception or 
creation of ideas or graphic forms that are in some way aesthetically 
pleasing or amusing, or both. Listening to stories or songs or watching 
films or plays or television programmes can obviously give pleasure; 
perhaps more effective for our purposes are those activities where the 
entertainment is supplied by the students’ own contributions. 

Exercises that are based on combining or comparing ideas not usually 
juxtaposed can produce all sorts of amusing results: 17.3 Desert island 
equipment , for example, where participants have to find reasons to 
justify using unexpected and incongruous articles on a desert island. 
Apparently straightforward brainstorming procedures often produce 
entertaining contributions: how many things can you think of that you 
might/could do with a pen, for example (17.2 Uses of an object ): students 
get pleasure from both composing and hearing (or reading) original 
ideas. More serious, but equally pleasing, results can be obtained from 
activities like 3.2 Cooperative poem , where students contribute ideas 
connected to a central theme, and these are all put together to form a 
free-verse composition. 

Sometimes providing entertainment can become the main objective of 
student contributions to a task, instead of a pleasing by-product. In a 
variation on 17.4 Modal symbols , for example, students compete to see 
who can suggest the most original or amusing interpretation of an 
obscure symbol. 

h) PLAY-ACTING 

Learners often enjoy 'being’ someone else, or being themselves in an 
imaginary situation. And a temporary departure from reality, inci¬ 
dentally, is not only a means of motivating learners to participate, it is 
also a very effective way of widening the range of language available for 
use: if the students are acting the roles of explorers in the jungle, or 
soldiers in an army, or young children arguing with adults, they will be 
able to use varieties of language not usually appropriate for learners in 
the classroom. 

There is a difference between role-play , where each student takes on a 
particular personality for an individual purpose, and simulation , where 
the entire group is talking through an imaginary situation as a social unit 
- though the two may, of course, be combined. Either may provide a 
framework for some excellent grammar practice, both controlled (see 
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I’> I i)ialogues) .md relatively free (2(U> Election campaign ). Many 
mloinuticn gap and opinion-gap activities can function far more inter¬ 
estingly and effectively if given the added dimension of a simulated 
non classroom situation. For example, exchanges based on giving and 
tak mg can be given the imaginary context of shopping (8.5 Shopping ); or 
problem-solving can be made more immediate if the participants role- 
play the people involved (17.8 Dilemmas ). 


3 Learner activation 

A well-designed grammar practice activity, then, should be based on a 
task that has clear objectives and entails active use of the structure being 
practised; and it should maintain learner interest and motivation through 
careful choice of topic, use of information-gap procedures, role-play, 
personalization, etc. 

But much of the effect of all this may be lost on a large proportion of 
the class if we do not do something to ensure maximum, balanced 
participation of its members. When the activity is based on writing or 
silent reading, or on listening by all the class to a central source of spoken 
text, then participation is less of a problem: all the students are, 
potentially, equally activated. The problem arises when we want them to 
speak — and this happens in most classroom exercises. How do we 
activate learners in such a way that as many of them as possible 
participate in oral work? 

The way learners are activated when performing an exercise, 
moreover, may affect not only the amount of participation, but also the 
level of motivation and involvement, and the learning value of the 
practice given; and here we are. talking about reading, writing and 
listening as well as speaking. Some modes of activation are more 
appropriate and efficient than others for certain types or stages of 
practice. 

In this section I shall describe the main techniques of learner activation 
available to the teacher - some of which are rarely if ever used in many 
classrooms - and try to assess the advantages and disadvantages of each 
for various teaching situations or kinds of practice activities. The 
techniques are set out more or less in the order in which they are likely to 
be used in teaching. In the first two, which are based on language 
reception with little or no learner response, it is the teacher who does 
most, if not all, of the language production, and clearly controls what 
little learner activity there is. In one-to-one teacher-student exchanges - 
probably the most common form of classroom activation - the teacher is 
still dominant, but there is increasingly active participation on the part of 
the learners. This participation increases still further in brainstorming or 
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‘chain’ techniques; and in most forms of pair or group work, nearly all 
the actual language production is in the hands of the learners, the teacher 
merely providing instructions and materials and acting as monitor and 
helper. 

a) RECEPTION WITH NO OVERT RESPONSE 

Initial presentation of grammar is often done through showing learners 
the structures within a written or spoken context, without demanding 
from them any immediate response beyond general comprehension. This 
technique can be used also to provide some very useful practice at the 
early stages. Listening to or reading large amounts of ‘comprehensible 
input’ is a far from passive process and arguably one of the best ways of 
familiarizing learners with acceptable forms - certainly one of the most 
natural and simple. Its use is most effective in situations where the 
learners are young, or learn better through intuition than through 
intellect, and where there is plenty of time available - as in a ‘total 
immersion’ type of course. 

Texts used for simple exposure in this way should be selected or 
composed to present instances of the grammatical structure being learnt 
in as natural a context as possible: an advertisement, for example, is 
likely to produce instances of comparative and superlative adjectives. 
Such texts can later serve as models for compositions, or bases for 
interactive tasks. 

However, silent listening or reading by students can be boring, 
especially if the topic is uninteresting; and it provides no opportunity for 
the teacher to monitor their learning: are they in fact engaging with the 
language or not? Sometimes you can tell simply through ‘body language’; 
but it is easier if they have to give some overt response. 

b) RECEPTION WITH MINIMAL RESPONSE 

As well as giving the teacher an opportunity to monitor their learning, the 
necessity to make responses helps learners to concentrate on the exercise 
as a whole, and focuses their attention on the particular points being 
taught. 

In minimal-response activations the learners are given a written or 
spoken text - which may be an isolated sentence or a longer passage of 
discourse — and asked to react to some aspect of it by physical gesture, 
brief answers, or written symbol. Discrimination exercises, for 
example, where the learner picks out examples of specific items (5.1 
Looking at advertisements) come under this category, as do those 
requiring brief physical or verbal responses to questions (11.1 Bingo , 
12.1 Simon says). 

But of course there is still no production by learners of the grammatical 
structure in full-sentence contexts. 
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I In mosi common kind ol verbal interaction in the classroom is the 
i* i« her student ‘ping-pong 1 exchange: the teacher asks a question or 
rlii 1 1s responses in some other way, a student responds, the teacher 
approves or corrects and asks again, another student responds, and so 

• m I he choral response where two or more students answer together — 
r. a variation of this, as are the ‘performances’, where students recite 
longer given texts or dialogues in response to teacher requests. Essen- 
lully, the teacher is the focus of attention, and is in full control of learner 
responses, largely able to determine what these will be, and in a position 
to monitor them. 

This technique is most convenient to use at an early stage in practice 
when you wish to make sure that the learners are hearing and producing 
,u ccptable forms; but it has disadvantages. There is usually (except in the 

• .isc of extended ‘performances’) a high proportion of teacher talk, hence 
relatively little language production by the learners; and the cues, since 
each demands only one response, tend to be geared to a single level, thus 
not providing very useful practice for very slow or very advanced 
members of the class. Since each exchange is ‘closed’ to participation by 
other members of the class, they often do not bother to listen to each 
other’s responses and another potential source of learning is lost. 

The parallel in writing is the textbook exercise where the learner writes 
the answers to a series of questions or cues. Here, of course, there is no 
problem of activating only one student at a time, and these exercises, 
given as homework, can provide a useful controlled follow-up to a 
classroom exercise. 

d) STUDENT-TEACHER EXCHANGES 

There is also the possibility of a reverse ‘ping-pong’, where the student 
initiates the exchange, and the teacher responds. This is a useful 
icchnique which is rarely used — perhaps because teachers do not like to 
forgo the initiative! Its advantage is that while the teacher can still 
monitor learners’ utterances and provide good models of acceptable 
grammar, the learners themselves can decide on the content, and initiate 
their own ideas. Because of the originality of their contributions, students 
tend to listen to each other much more than in the conventional 
‘ping-pong’ described above. This technique is particularly good for 
practising interrogative forms (15.10 Preparing interviews). 

e) BRAINSTORM 

In a brainstorm, the students are given a single stimulus which serves as 
the cue for a large number of responses. The stimulus may be a question 
with plenty of possible answers (2.4 What do you do when ...?); or a 
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picture to be described, commented on or asked about (16.1 Peso thing 
pictures ); or a phrase or brief text that can be expanded in dif lcrem ways 
(6.2 Finishing conditional sentences ); or a problem demanding diverse- 
solutions (17.8 Dilemmas ). 

The advantages of this technique are that it provides a larger volume of 
productive language practice on the part of the learners relative to the 
contribution of the teacher, and that it allows students to compose 
utterances at levels convenient to them. It also encourages originality and 
humour, and many brainstorming activities produce interesting and 
amusing results. The wide range of possibilities open to the participants 
and the fact that many of them are original and entertaining means that 
students tend to be motivated to contribute and the activity usually 
moves forward briskly, with a high ‘density’ of learner participation. 

However, the very openness of the exercise and the emphasis on 
learner initiative may sometimes confuse and embarrass students who are 
more used to being told exactly what to say. In such cases it is important 
to define very clearly the kind of response required, and use the more 
confident and imaginative students to provide some initial examples. 
Also, participants may not know the words they need to contribute new 
ideas: so you can either supply these as requested, or provide a ‘pool’ of 
useful words at the beginning. But as far as possible, learners should be 
encouraged to make do with what they know. 

Brainstorms can be given as written work as well, in class or for 
homework assignments; or written and oral work can be combined, as 
when learners are asked first to note down all the ideas they can think of 
and then to share them. 

f) CHAIN 

As in a brainstorm, instruction and an initial cue are given by the teacher, 
resulting in a large number of responses by the learners. The difference is 
that whereas in a brainstorm all these responses relate to the original cue, 
in a chain only the first does, and thereafter each learner utterance is 
made in response to the one before. The simplest form of this is 
question-and-answer: A asks B a question, who answers and then asks C 
something, using the same, or a parallel, formula: 

A: What do you like doing in your free time, B? 

B: I like dancing. What do you like doing, C? 

C: I like playing tennis. What do you like doing, D? ... 

Like the brainstorm, this technique produces a high proportion of learner 
talk, while allowing the teacher to monitor. There is usually some 
flexibility of response, giving students a chance to express individuality 
(23.3 Chain story); but not always (11.3 Detectives). A variant is the 
‘cumulative chain’, where each student has to repeat all the previous 
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< nmnlnuiotis, in order, bi-lore making Ins or her own addition (8.2 Filing 
up stores). 

1 ven it the actual responses arc fairly controlled in form, the inter¬ 
im i ion m general is more learner-centred than in types previously 
mentioned; the students’ attention is on each other rather than on the 
teacher or the board. 

In writing, the chain technique provides a legitimate framework for a 
l.ivourite (but usually disapproved-of) student pastime: passing notes. 
Papers are passed from one student to the next, each one contributing a 
lurther step to the story, description, or whatever (23.11 Cooperative 
story). The advantage of the written chain is that the whole result - often 
( ntertaining or aesthetically pleasing - is available at the end for public 
gloating. 

I Ip to now in all the types of interaction described, only one learner has 
been speaking at a time, allowing the teacher to monitor all utterances. 

I lowever, if several interactions are being carried on simultaneously in 
class, the amount of productive practice carried on is greatly increased — 
at the expense, obviously, of direct teacher control of learner language. 
Thus, interactions of this type are useful when you are fairly confident 
that learners can produce acceptable instances of the structure without 
prompting - if they think about it - and you want to provide a large 
volume of practice that will make them more fluent in its use. 

g) FLUID PAIRS 

The basic idea for a transaction-based exchange between two students is 
provided by the teacher, often in the form of a prescribed dialogue. Each 
learner performs only one transaction with any one partner, and then 
goes on to do the same with another. For example, in a beginner class, the 
simple dialogue: 

A: Do you have ... ? 

B: Yes, I do, here you are. / No, I’m sorry, I don’t have any. 

is used by ‘buyers’ and ‘sellers’ in a shopping simulation, as the ‘buyers’ 
move around trying to acquire the different items on their lists (8.6 
Shopping list). 

If the information provided in the exchange is based on individual 
tastes or opinions, then the same question will produce different answers 
with different people, so there is some point in asking it again. Some 
activities, for example, are based on doing a mini-survey (14.2 Opinion 
questionnaire) : learners go from one to another of their classmates to find 
out the answers to their questions. 

The fluid-pair technique provides an extremely useful framework for 
repetition - with a communicative purpose - of set questions or 
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exchanges. It is another under used one: in this case possibly bnause o! 
the fear by teachers that the large amount of verbal interaction and 
physical movement will result in a loss of control. In my experience, 
however, students doing a fluid-pair exercise very rarely deviate from the 
task they have been set - though admittedly they can be very noisy: it is a 
good idea to have a bell or some other prearranged signal for stopping. 

h) SEMI-CONTROLLED SMALL GROUP TRANSACTIONS 

The teacher provides a ‘skeleton 1 dialogue, or idea for a conversation, 
which the learners perform in pairs or small groups. The language to be 
produced by students is semi-controlled: that is to say, they are told to 
make use of certain patterns or kinds of sentences - but the exact content 
is left up to them. Usually such transactions are based on an information- 
gap task. For example, students may give each other directions or 
commands (25.4 Describe and arrange) or convey or request specified 
information (19.6 Exam results). This too can be done in writing, again 
through passing notes or short letters in a kind of intimate, immediate 
correspondence (31.3 Written enquiries). 

This is a very effective type of activation for students who are well on 
the way to mastering the structure. You do, however, have to be very sure 
that they know what they have to do, and why, and that they have the 
language (lexical as well as grammatical) necessary to do it. Thus it is 
usually a good idea to do a preliminary full-class ‘rehearsal 1 of the task 
before dividing students into groups to try it on their own. 

i) FREE GROUP DISCUSSION 

This is the least controlled form of interaction. The teacher gives a task, 
whose performance is likely to involve use of the grammatical structure 
being practised, and simply lets the students get on with it, with minimum 
intervention. 

The size of the group can vary; it is usually bigger than that of 
Semi-controlled small group transactions as described above - and may 
even be the full class. Sometimes students move from one kind of 
grouping to another within the same activity, as when a task done in 
small groups is later assessed in a full class discussion. 

Because of the relative lack of teacher control over what is said, this 
model is best used at the stage where the learners can be relied upon to 
produce acceptable forms of the structure in prescribed or controlled 
contexts, and you want to give them experience in using it more naturally 
and spontaneously in their own self-initiated speech. 

What they will actually say is up to them: in theory, they may choose 
not to use the structure you want them to practise at all! But it is possible 
to design the discussion task in such a way that they are in fact very likely 
to do so; for example, a discussion task based on agreeing on a scale of 
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I’iminics is likely to gciu r.ur i good deal of use ol the comparative (5.7 
l<ankmg) % whereas one based on discussing experience relevant to a 
pn .eni situation is likely to produce the present perfect (26.9 The right 
experience for the job). You may or may not wish to encourage your 
students to use the structure in question by frankly directing them to do 
so m advance; or you may draw their attention to instances as they occur. 
In any case, the structure is likely to occur less frequently than in other 
more controlled exercises, but more purposefully and naturally. This is 
perhaps the most advanced type of communicative grammar practice: if 
i he students succeed in using the structure correctly and appropriately in 
group discussions, you can be fairly sure that they have mastered it - at 
least in its spoken form. 

The follow-up, or parallel, in writing - though lacking the element of 
interaction - is the free creative essay; again it is up to you to choose a 
topic and setting that will be likely to generate use of the structures being 
practised. This brings us full circle back to the first of the techniques 
described in this section, since the kinds of texts presented to learners at 
the earliest stages of receptive practice are precisely those we may suggest 
they try to produce themselves at this, the most advanced level of 
language production. 
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4 In the classroom 


This chapter deals with some practical aspects of the presentation and 
performance of grammar-practice activities in the classroom. The first 
section gives a series of practical hints for classroom teaching; and the 
second some suggestions for improving examples of specific coursebook 
exercises, using principles and techniques outlined in this and previous 
chapters. 

1 Practical hints 

a) LONG-TERM PLANNING 

When planning a series of exercises for a particular grammar topic, it is 
very important to make sure that your programme is varied. That is to 
say, it should provide thorough ‘coverage’ of the different aspects of the 
structure (form and meaning-in-context, written and spoken modes); it 
should be based on varied topics and task-types; and it should provide 
opportunities for different types of student activation. 

If your coursebook is a good one, it will do most of this planning for 
you — in fact, this is one of the criteria of what makes a good coursebook 
— but if not, you will need to supplement. For example, your book may 
give plenty of form-based exercises, but few meaning-based ones; or be 
composed of test-like items with no latitude for student initiative or 
invention; or the topics may be too limited; or there may be too little oral 
work. In such cases you may need to add activities you invent yourself or 
cull from books like this one (see bibliography), and omit some of the 
coursebook exercises to compensate. 

b) SHORT-TERM PREPARATION 

‘Short-term preparation’ means what you do to prepare for a specific 
lesson, usually not more than a few days (sometimes only a few hours, or 
less) before the lesson is due to take place. 

Just selecting an exercise out of the coursebook - or out of this book, 
for that matter - and noting down the page number is not sufficient 
preparation. You will find that in order for grammar-practice activities to 
succeed it is best to have clear in your mind in advance, if not actually 
written down, most of the following points: 
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i) / rsMW (nntext At wlut point in the lesson will the activity take 
pl.iu ' Is then .my way I can link it to what went before or what is 
coming after? It not, how will I make sure that the transition from 
one activity to the next is smooth? 

n) Introduction Do 1 need to do a brief review of the grammar before 
launching into the practice activity, to ensure that the latter will be 
done successfully? How will I introduce the activity and define its 
objectives? What instructions will 1 need to give, in what language, as 
to how to do the task? Will I need to do a trial run or ‘rehearsal’ 
before starting the activity proper? 

in) Supplementary materials Do 1 need extra hardware, visuals, texts, 
or other supplementary material? If so, are they easily accessible, and 
not too many or elaborate for easy manipulation in the classroom? 

iv) Order If the procedure is multi-stage, do I know exactly what 
comes after what? If there are follow-up activities, are they ready, 
with necessary material? 

v) Reserve Do I have some extra activities ready, in case my prepared 
exercise cannot be used for some reason, or does not go well, or 
finishes earlier than expected? 

vi) Homework Have I planned what homework, if any, I am going to 
give to reinforce the practice? And do I have the necessary infor¬ 
mation and instructions ready to give the students? 

Most of these points are dealt with more fully later in this section. 

C) INTRODUCTION 

Before any classroom exercise you usually make some brief comments to 
introduce it. The most important thing here is clarity: as a result of the 
introduction, the students should know exactly what the objectives of the 
activity are, and how they are expected to achieve them. If the class is a 
monolingual and not very advanced one which finds it difficult and 
time-consuming to grapple with explanations in English, the intro¬ 
duction may often best be done in the students’ native language (assum¬ 
ing you know it). 

With younger classes it is not usually necessary to define exactly what 
the linguistic objective is (‘The use of the modals of obligation’, for 
example), though they should be aware of the general learning aim 
(‘We’re going to practise some words we’ve learnt’). But for more mature 
learners it is a good idea to let them know more precisely what you are 
going to practise with them: for one thing it helps them and you to feel 
that there is a sharing of the responsibility for learning; for another, they 
are more likely to make an effort if they know exactly what it is for. Very 
often, particularly in the more communicative and game-like activities, 
the language learning purpose is far from obvious; and if it is not 
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explained, some students may feel they are wasting time doing them 
(‘Why are we playing games instead of doing serious language work ’). 

The non-linguistic objective, if there is one, also has to be explained; to 
guess something, to convey information, and so on. If the activity is a 
game-like one, 1 am not - as I have mentioned before - usually in favour 
of stressing the idea that it is a ‘game’ when introducing it; grammar 
practice activities, however enjoyable, should usually be presented 
frankly as such. The exception is when both teacher and class really need 
a period of recreation and fun: as a temporary break during a period of 
very intense study for an exam, for example, or at the end of a long day, 
week or term. 

If the class is to do any kind of independent (individual, group or pair) 
work in the process of the activity, it is vital for the instructions to be 
clearly given before they start. This is the weak point of many inexper¬ 
ienced teachers: they give instructions that are clear to themselves, and 
then launch into the activity without checking that the students are sure 
what they have to do. The result is very often that the teacher has to stop 
the activity in the middle to reissue instructions, or that there is delay and 
a constant distracting buzz of talk as students consult each other. 

There are various ways of making sure that instructions are clear: by 
slowing down delivery, repeating, and/or using the students’ native 
language; by doing a ‘trial run’, or demonstration of an activity with the 
full class before letting them work independently; by simply asking them, 
before setting them to work, if there is any unclear point they would like 
to ask about. 

The instructions for an activity based on independent (individual, 
group or pair) work, incidentally, should usually include some provision 
for ending: how long the activity is expected to last, what the students 
should do after they finish, what happens if some finish early or late, what 
is to be done with any written or recorded results. 

d) TIMING 

The place of a grammar-practice activity is preferably in the middle of a 
lesson rather than right at the beginning or at the end. Students are 
freshest and most receptive at the beginning of the lesson: this is 
therefore the best time to present new language topics or texts, or to 
re-present difficult material. More extensive fluency practice tends to 
come later in the period. The end of the lesson I like to leave for 
‘rounding-off’: reviewing what we have done, checking that everyone 
knows what is to be prepared at home, possibly a brief ‘lightweight’ 
activity involving not too much effort of concentration to give the session 
a pleasant finish. 

This model is of course very generalized, and a basis for variation. 
Although as a rule grammar practice activities should be done soon after 
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iht lx ol ,i lesson, iliey may conn 1 right at the beginning if there is 

no in w material to be presented, anti you want to devote the students’ 
energies mainly to the practice; and they may go on to the end if there is 
not lung else to begot through in the lesson, and the practice procedure is 
obviously a profitable one that is worth doing for as long as possible. 

c) PACE 

‘Pace’ is quite a different thing from ‘speed’. An activity may be done 
quite slowly and still have pace, or quickly, yet lack it. If an exercise has 
pace, it means that the class is occupied with a steady flow of interesting 
stimuli to respond to, together with a feeling of constant progress 
towards the objective of the activity. If there are frequent interruptions, 
delays or digressions, the pace will flag, and the activity produce less 
volume of language practice and all the problems associated with 
boredom. But if the pace is too hurried, learners will not have time to 
absorb material and there will be a feeling of stress and restlessness. It will 
help if you: 

i) Have a clear lesson plan, so that you can make the transition from 
one item to the next, or from one activity to the next smoothly and 
briskly; 

ii) Have all materials, including visuals, ready at hand, so that they can 
be manipulated without delay; 

iii) Keep an eye on the clock so that the timing is balanced and you do 
not find yourself having to draw out one activity or rush another; 

iv) Make sure you are aware of student reactions, so that you know 
whether the pace suits them, or whether you are going too fast or too 
slow for some of them; 

v) Try not to allow yourself to be deflected from the exercise for too 
long by discipline problems, problems of individuals, or attempts on 
the part of the students to change the subject; not always possible, 
admittedly, but in most cases the immediate problem can be dealt 
with summarily and/or postponed for future discussion, allowing 
you to maintain continuity. 

f) SUPPLEMENTARY MATERIALS 

Supplementary materials are all those things you bring to a classroom for 
a particular lesson, other than the routine books and equipment that are 
always present. They might consist of duplicated texts or exercises from 
another book, pictures or other visuals for display, sets of materials for 
group or pair work, or more sophisticated equipment such as overhead, 
film or slide projectors, tape recorders, or computers, with appropriate 
software. 

The frequent use of such materials is likely to improve the quality of 
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teaching: varied stimuli help to provide coverage ol the diHemit r.pa is 
of the structure, and add interest. It is usually worth making rlu-ef tori to 
use some kind of supplementary item in most lessons; but there is such a 
thing as overdoing it! Some useful questions to ask yourself might be: 

i) Do the materials I want to use really contribute to good learning in 
the practice 1 have planned? Are they essential to the performance of 
the exerciser If not, if I am using them for extra illustration or 
enrichment - are they clear, interesting and relevant to the topic, so 
that students will feel that they help, rather than being an unneces¬ 
sary encumbrance or distraction? 

ii) Are the materials ready at hand and easily manipulated? Have 1 laid 
them out, or set them up, before beginning the lesson so that 1 can 
start using them easily and quickly at the right moment? Have I 
checked that 1 have brought the right amount, so that 1 will not need 
to leaf through piles of pictures looking for the right one, or find 
myself short of duplicated sheets? 

iii) ^ 1 using electric equipment, have I prepared an alternative 
(material or reserve activity) in case there is a power failure or 
malfunction? 

iv) If the material is bulky, heavy, elaborate, expensive or brought from 
a long distance — is it really cost-effective? That is to say, is the 
learning value my students will receive from the use of the material 
worth the investment of time, money and effort I put into getting 
hold of it? (Sometimes a difficult question to answer honestly, but 
one that needs to be faced: supplementary materials, however 
elaborate and attractive, are a means to an end, not an end in 
themselves.) 

g) EXTENDING ACTIVITIES 

Sometimes you may feel that an exercise has been a good one, but that 
there has been insufficient text or opportunity to engage with it — there 
has not been enough volume or repetition of the language practised. You 
feel you would like to do it again in order to give extra practice, but 
realize that simply repeating it will in most cases bore and irritate the 
class. 

There are various ways of extending practice activities in order to 
provide the extra repetition; here are some of them. 

i) Repeating in a different mode An exercise that has been done orally 
can then be redone in writing, or vice versa; for example, an exercise 
done for homework is often checked orally in class; or an exercise 
done in class subsequently given as written homework, 
n) Repeating selectively Some bits of the exercise can be selected for 
review; this lessens the boredom, since there i- an element of the 
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li nex pec led the cl. ins does not know which items will lie used. The 
u .u hei may select, or may ask students to do so:'(;hoose a question 
you lound difficult, see il you can do it now’ or ‘Choose something 
you’re sure you know’; or even: ‘C.uess which question I’m thinking 
of 

m) Recalling After an oral practice activity, students can be challenged 
to recall as much as they can of what was said. If, for example, a 
conventional discrete-item exercise was used, they can be asked to 
shut their books and try to remember all the items; if a brainstorm, 
when a large number of utterances have been heard, they may be 
asked to try to recall a defined number of sentences: ‘Can you 
remember (at least) ten suggestions that have been made?’ The 
recalling can be done orally or in writing, individually or in pairs or 
groups. 

iv) Editing After a written activity, students can get together and go 
through the exercise again in order to help each other correct and 
improve their work. If the exercise was not open-ended, groups of 
students can pool their efforts to produce a final joint version as 
correct as possible. If open-ended - that is to say, if each student has 
something different, as in essay-writing-then students can read their 
texts to each other, and exchange comments and advice. 

v) Composing Students can be invited to compose their own exer¬ 
cise^) as a continuation of a textbook one, using the same kind of 
texts and task. They can then ask each other, or the entire class, to 
perform it. You can add further incentive by inviting students to 
improve on the interest, humour or drama of the original, or to adapt 
it to refer to their own circumstances or personalities. 

vi) Varying In ‘matching’ or slot-filling exercises, students are often 
asked to put together two components in order to form logical 
propositions. As a follow-up, you might suggest that they match 
incongruous components to make nonsense or humorous propo¬ 
sitions (but still grammatical!) - and then possibly justify them or 
suggest situations where they might be true. Or they may simply 
invent their own ‘fillers’ to make original, personal, or amusing 
sentences. 

h) HOMEWORK 

Homework, as suggested above, is a useful way of extending classroom 
exercises, giving an opportunity to review the material. This is probably 
its primary function; a secondary one is to serve as an informal test, 
providing the teacher with useful feedback as to how well the material 
has been mastered. Very occasionally we may wish to give totally fresh 
material for homework, as a preliminary to a new topic, or just for a 
change. 
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should therefore be slightly easiei than classroom ones, where teachei 
assistance is available. For the same reason, you should take great care 
over the giving of instructions for homework - misunderstandings 
cannot be cleared up once the students have left the classroom. I like to 
give homework in the middle of the lesson rather than at the end, thus 
leaving myself plenty of time to explain and iron out problems; at the end 
of the lesson all I will need to do is put in a brief reminder. 

The checking of grammar exercises done for homework is a tedious 
chore for the teacher if done by taking in notebooks and correcting at 
home; but it is often equally tedious for students if done orally in class, 
besides taking up valuable lesson time that would often be better 
employed doing new exercises. In principle, homework should be 
checked in class only if there is real learning value to be got out of doing 
so - that is to say, if the homework review actually functions as an 
effective practice procedure in itself, fulfilling the criteria described in 
Chapter 2. Otherwise time permitting — you should check individual 
assignments after class. The process may be made less arduous by asking 
students to do some preliminary correcting of each other’s work before 
giving it in, this in itself can be a useful technique for awareness-raising. 

The main point is, of course, that you should relate to and give 
feedback on home assignments in some way as soon as possible after they 
are done. If you ignore students’ homework or only look at it weeks after 
it is done, they soon get the message that you do not care about it too 
much, and cease to invest effort in it. Also, of course, the comments you 
make on home assignments provide a valuable opportunity for relating to 
individuals with appropriate criticism, praise or encouragement - some¬ 
thing you often have no time for in a big class during lesson time. 

i) RECORDS 

It is a good idea to keep some sort of record of teaching ideas for 
grammar practice that have worked. I am not in favour of preserving 
lesson plans: these are bulky, often untidy, and much of their substance 
has no value beyond the actual lesson they were written for. But before 
throwing them out, it is worth going through them and picking out 
particular bits that you remember as being successful. These can then be 
noted on cards and filed in a card index under grammatical headings. The 
time spent on making and adding to a card index of this type is well 
repaid when you come to teach the same structure next time. 
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I 'I l I '* ( III'* trill liri 


J Getting the most out of coursebook exercises 


In tins section I shall look critically at four grammar exercises which 1 feel 
irptrsem types of exercises we are often called upon to teach in the 
1 1.iv. room, and consider what could be done to exploit their texts or tasks 
i < * provide maximally effective practice. A number of supplementary 
pi needures are suggested for each exercise - but it is not, of course, 
implied that all these should be implemented when actually presenting 
similar exercises in class! - they are merely possible options, to be used 
selectively. Different ideas are given for each exercise, though you may 
notice that a procedure suggested for one of them could sometimes apply 
• tjually well to another. 


a) THE FUTURE TENSE 
I When will you meet Ronald? 


Maggie come round? 

3 Thomas go away? 

4 we move house? 

b you telephone? 

f> Jon and Tim arrive? 


Maybe HI meet him on Sunday, 
tonight. 

Friday evening. 

...next year. 

.sometime next week. 

.soon. 


I bis exercise gives practice in the interrogative and declarative forms of 
the verb with will , to express expected events at a defined time in the 
future. The learner is asked to insert the missing words, which include the 
tense to be practised, into disconnected sentences, and is given an 
example at the beginning which provides a reliable model for the rest of 
the items. The actual meaning of the sentences is not very important, the 
emphasis being on correct forms. Answers may be given in speech or in 
writing. 

As it stands, this exercise is a little boring and rather short; let us 
consider what could be done to give it more interest and volume. 

One of the reasons for the lack of interest is the fact that the characters 
are anonymous, and the relationships undefined. You could discuss with 
the class who the various characters are and what the relationships 
between them might be; or you could bring to the class pictures cut out of 
magazines purporting to represent the different people - which has the 
added advantage of providing a visual focus; or you could simply invite 
them to substitute names of members of the class for the names given. 
Any of these will immediately make the exercise more meaningful. 

Another reason for lack of interest is the fact that the answers are 
prescribed. 1 would probably tell my class to ignore the answer cues 
(\ .. tonight’), or use them only to help think up ideas of their own as to 
when the various things will happen. If the characters are renamed to 
correspond to people the students know, then the answers can also 
correspond to real forthcoming events: 
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A: When will you meet Pablo? 

B: (Maybe) I’ll meet him after the lesson. 

Further variations can be added to the exercise to give extra volume: foi 
example, other question words can be substituted for When at the 
beginning of each question, and answers given in the future: 

A: Where will you meet Pablo? 

B: I’ll see him in the cafeteria. 

A: Why will Maria telephone? 

B: She’ll telephone to tell us why she didn’t come today. 

You might then ask the students to suggest further developments to each 
item in answer to the question: ‘What will (probably) happen then?’ 

Later they can even try - individually or in groups - to invent an entire 
programme of future happenings that will somehow include and link 
together all the events described in the exercise. 


b) VERB + ING WITH PREPOSITION 
He congratulated him stealing the money. 


They blamed the students 
He did not forgive her 
I apologised 
We praised the girls 
The teacher punished him 
He accused the young man 
Example: We praised the gi 


being impolite, 
passing the test, 
making the mistake, 
forgetting to come, 
causing an accident, 
succeeding, 
rls for succeeding. 


The learners are asked to pair phrases from the left-hand column with 
ones in the right-hand column to make logical sentences, inserting 
appropriate prepositions in the middle. Unlike the previous exercise, the 
given example does not provide a reliable model for all the rest, as the 
prepositions vary: the ‘pre-learning’ aspect is not built in, and without 
proper preparation this exercise might only produce a series of mistakes, 
functioning as a test rather than a practice. The sentences have some 
interesting ideas in them, but there is not really enough volume and 
repetition of the structure. 

I would introduce this exercise by reminding the class which verbs take 
which prepositions, and giving a few examples, in order to make it more 
likely that students will afterwards do the exercise itself successfully. 
After first doing the exercise orally, using individual volunteers to suggest 
answers, extra contextual interest could be added by asking the students 
to continue each sentence with an explanation, for example: 

We praised the girls for succeeding — it was a very difficult test, 
and they had worked at it very hard. 
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v,».nit. i possibility is to .isk students to combine incongruous com- 
(•.■inms, lo make sentences like: 

I le congratulated him on stealing the money. 

11 it I then again adding justification: 

I le congratulated him on stealing the money - which was really 
his, anyway. 

I iter, students can be asked to take only the introductory phrases and 
him ui their own endings, possibly in writing for homework. Alter- 
n.uivcly, they can be asked to use the first person (‘I praised’, ‘I 
i Miigiundated’, etc.) and compose sentences that describe real personal 
t speriences, with or without explanatory notes. Such open-ended tasks 
, an produce interesting results, which students may enjoy sharing later. 

t) HIE INTERROGATIVE 
Ask him who he is. 

Who are you? 

I Ask him where he lives. 

1 Ask him how long it takes him to come to work, 
i Ask him when he came to live here, 
a Ask him what he likes to read, 
b Ask him who he is looking at. 

(i Ask him how many brothers and sisters he has. 

| his is in fact a transformation exercise: students are asked to put 
indirect questions into direct speech. It could be done in conventional 
teacher-student exchanges round the class, or in pairs, or individually in 
writing. Again the subject matter is rather uninteresting and completely 
dccontextualized. Also, its coverage is rather limited: it concentrates on 
the third person singular - masculine only! - which goes into the second 
person in the direct question - and on the present simple; other tenses 
have only token representation. The rules governing the transformation 
of statements into questions vary according to the tense and aspect of the 
verb; so that the first example does not help very much. Also, there is no 
apparent provision made for answering the questions — most of which 
seem a little pointless. 

I would probably use the actual text of this exercise as a basis for a 
review (re-presentation) of the rules for forming questions in the different 
tenses, rather than as a practice procedure itself, and then go on to get the 
students to compose further similar exercises to provide better coverage 
and more interest. 

One way this can be done is by adapting the exercise to form the basis 
for interview simulation. Students could be told that they are editors 
giving instructions to reporters about what questions to ask when 
interviewing a certain celebrity (‘Ask him or her...’). The questions 
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should cover the celebrity’s past and present no ... .me! future 

plans and his or her opinions about other people and e\ ents I he whole 
class can be given the same celebrity-or a choice or eat h student can In- 
given a different name; and the work may be done individually or in small 
groups or pairs. Some real or imaginary celebrities that could be used: a 
famous film or pop star; a controversial local political figure; visitors 
from outer space; a talking elephant; the founder of a new religion; a 
mother of 20 children; a man aged 100; the owner of an unusual pet; and 
so on. The prepared questions could then be used in role-plays of the 
interviews; or the direct question forms could be written out in the form 
of questionnaires and exchanged for answering in a kind of written 
role-play procedure. Alternatively, individual students could be given the 
celebrity roles in advance and told that they may choose what to be asked 
in the interview; their exercises will then be based on the format ‘Ask 
me... ; again, the follow-up would consist of a role-play of the actual 
interview. 

d) THE POSSESSIVE ’s 

Richard Rexton 
married 
Della Capstell 


Martin Rexton 
married 
Pattie Jones 


Stan Rexton 
married 
Thora Kelly 


Michael Rexton Bella Rexton 

Martin Rexton - Stan Rexton: Martin is Stan's brother. 

Stan Rexton - the children: Stan is the children's unde. 

1 Richard Rexton - Della Capstell 5 Martin - Richard 

2 Martin Rexton - Bella Rexton 6 Thora Kelly - Richard 

3 Michael Rexton - Bella 7 Pattie Jones - Martin Rexton 

4 Stan Rexton-the children 8 Della Capstell - Stan Rexton 

A description of family relationships is a good overall context for the use 

of the possessive s, and the family tree itself provides an excellent visual 
focus. The names, however, are a little long and consonant-clustered, and 
the family lacks ‘reality’. Also, the numbered questions are rather rigid, 
leaving no latitude for student choice or initiative. 

Having reviewed names of family members (father, aunt, sister, etc.) 
and made clear how sentences about family relationships using’s can be 
derived from the diagram, I would probably abandon questions 1—8 
completely, and instead invite students to find and express as many 
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i el.it lonships illusii .iii il m tin diagi.im .is they can, in any order they like. 
II ihe diagram is on the hoard or Ol IP, coloured arrows can he drawn to 
mdii an relationships that the students have defined. Later you cat) point 
to in arrow and ask students to reconstruct the sentence that produced it; 
oi number the arrows and ask them to write a n appropriate sentence tor 
each one. 

I he problem of the heavy names can of course be solved by simply 
omitting surnames; but the family remains somewhat anonymous, even if 
you depict the different characters using magazine pictures. Perhaps a 
n il family could he substituted - a famous one like the British royal 
family, or a locally well-known one; alternatively you could use char¬ 
acters from a television series currently being shown; or your own family; 
or that of one of the students (with prior permission, of course!). In all 
these cases, photographs can also be used, with the advantage that they 
are of ‘real’ identifiable people. 

For further practice, students can be divided into pairs for an 
mformation-gap exercise. Each student has a family-tree diagram, with 
different names missing; students supply each other with the missing 
information in answer to questions. Or the family tree can be expressed 
as a written description of the relationships, which is then used to 
reconstruct the original diagram. This can be done also in oral pair work: 
one student describes the relationships while the other listens and draws 
the family tree. Students can be asked to describe their own families to 
each other in this way, which adds personal involvement; but in this case, 
you should try to make sure in advance that no one would be distressed 
by having to do so - the subject can occasionally be a sensitive one. In all 
such relatively free variations, you may find that you need to remind, or 
help, students to use the’s as they interact. 
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PART TWO: ACTIVITIES 


1 Adjectives 


(For comparatives and superlatives see under Comparison of adjectives 
page 62.) 


1.1 Finding twins 

Position of adjective(s) before noun. Simple reading, controlled speaking 

and writing. 

Materials: Individual copies of a grid showing several alternative 
adjective-noun combinations within a sentence, as in Box 1. 

Procedure: Each student marks off one option in each column - 
according to his or her own tastes, or at random. Then each tries to find 
someone else with exactly the same choices by asking others: 

Do you have a big white cat? 

Do you like romantic novels, folk music and comedy films? 
Some students may find no ‘twins’; some may find several. In any case, 
the search process goes on until all the students have spoken to one 
another (if practical! - otherwise until you call a halt). 
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IlOX 1 


I have a ... 


Adjective-noun combinations 

-t- 

, I have some ... 


n 


big 

black 

dog 

l 

i 

i 

I 

expensive 

French 

paintings 

small 

brown 

mouse 

I 

l 

l 

i 

i 

cheap 

Spanish 

vases 

fat 

white 

cat 

i 

l 

i 

J i 

rare 

Italian 

glasses 


I like... 


detective 


modern 


historical 


romantic 

novels. 

classical 

music 

and 

horror 

films. 

science-fiction 


folk 


comedy 



__ J 
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1.2 Guessing adjectival phrases 

Position of adjective before noun. Free oral guessing, based on given noun. 

Materials: A set of ten or so cards or slips of paper on each of which an 
adjective-noun phrase is written, as in Box 2. 

Procedure: One student is given a phrase, and tells the others only what 
the noun is. They then have to guess the entire phrase. For example, if 
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the ‘knowcr’ gives the noun table, the others might gm-v. 

A square table? 

A small table? 

A wooden table? 

You may need to give hints to facilitate guessing, tell them when they 
are getting warm , and so on. The one who guesses the correct solution 
gets the next phrase to be guessed. 

Variations: Later, the students think up their own combinations for 
guessing — preferably based on a real object or person. 

Comment: Remember to insist on the students using the entire phrase 
or sentence when making their guesses. Just saying ‘big?’ or ‘square?’ 
gives no practice in the adjective-before-noun construction. 


BOX 2 


Guessing adjectives 

p . 


1 


1 A tall man 


2 A fat baby 


3 A brown cow 


4 A happy girl 


5 A wooden table 


6 A square suitcase 


7 A cotton 
tablecloth 


8 An exciting film 


9 A long story 


10 A soft bed 


11 A red light 


12 A boring book 


I--- 

© Cambridge University Press 1988 
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13 Inserting adjectives 

position and meaning of adjective before noun. Oral responses to heard 

trsi, or written responses to reading. 

\ literals: A story or other interesting text of 100-300 words with few 
nr no adjectives. You could improvise it from notes, read it aloud from 
a (nil text, or present it in written form. Probably the best source is your 
coursebook; or you can use books of short stories (see bibliography). 
II it is a ready-made text, you might need to delete adjectives before 
presenting it for use here - but in most cases this is probably 
unnecessary: there are enough unmodified nouns in most texts for the 
purposes of this activity. 

Procedure: Read or improvise the text aloud, stopping at appropriate 
nouns for the students to volunteer ideas for descriptive adjectives that 
might go with them. Alternatively, present only the written form of the 
text with blank spaces where students are to insert adjectives. 

Variations: You can give a written text with no obvious blanks. The 
students then have to identify the nouns and the right place for the 
adjective by themselves, making the exercise rather more advanced and 
challenging. 

An amusing variation is to ask students to supply adjectives without 
knowing what the context is or what they are describing. You write in 
the adjective, however unsuitable, and then read out or display the 
result at the end. This, however, gives only receptive practice in 
positioning the adjective. 

Comment: You may wish to provide a set of adjectives in advance for 
students to choose from; this makes the procedure easier, but lessens its 
heterogeneity and interest. 

See also: 

3.2 Cooperative poem ; 

7.1 Defining by sense ; 

8.2 Piling up stores , if the ‘piling up’ consists of a collection of adjective 
+ noun combinations, starting with a cue-sentence like ‘When I go 
shopping I must buy a black pen .. 

15.5 Common denominator , if the ‘denominator’ is defined by an 
adjective. 
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2 Adverbs 


2.1 Miming adverbs 

Formation of adverbs with -ly; oral guesses. 

Procedure: Select a manner adverb (e.g. slowly, secretly), and tell all the 
class but one what it is. The one who does not know gives a command 
to one of the others - for example: 

Get up and turn round! 

If the adverb chosen has been slowly, then the student will do the action 
slowly. If the guesser cannot yet identify the adverb, he or she will give 
another command to someone else - and so on, until the word is 
guessed or revealed. 


2.2 Miming sentences with adverbs 

cards 0 " ^ m3nner adverbs in the sentence. Oral guessing, based on cue 

Materials: One set of cue cards with manner adverbs on them, another 
with short sentences describing actions that can be mimed - all based 
on vocabulary known to the class (examples in Box 3). 

Procedure: A student takes one adverb and one verb, and mimes the 
combination (e.g. catch a hall + lovingly). The others have to guess 
what was on the two cards, formulated in a grammatical sentence: 

You are catching / you caught a ball lovingly! 
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HOX3 


Guessing actions and adverbs 


1 SLOWLY 


a) TURN ON A TELEVISION 

2 HAPPILY 


b) DRINK A CUP OF TEA 

3 NERVOUSLY 


c) CLIMB A TREE 

4 HEAVILY 


d) CLEAN A WINDOW 

5 ANGRILY 


e) PUT ON A SHIRT 

6 LOVINGLY 


f) MAKE A BED 

7 GENTLY 


g) CATCH A BALL 

8 VIOLENTLY 


h) TYPE A LETTER 


© Cambridge University Press 1988 
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2.3 Frequency surveys 

nr w'r ° f freqUenCy 3dverbs in sentcnce ; inking adverb* ...... spoken 

or written sentences. 

Ma Zf : * * I * * * * * 7 * 9 fnlln dU H K° PieS ° f qu f tionnaire sheets > ^ginning How 
Jt* r £ i°r d by a senes of questions. For example, students 
ay be asked how often a good teacher they have known gave 
omewor , p ayed games, etc.; or they may answer questions on 
television-viewing habits. Answers may be filled in by ticking columns 
(Box 4a) or by noting down number codes ( Box 4b). 

Procedure: Go through questionnaires making sure all questions, and 


BOX 4a 

Frequency surveys (1) 

, A good teacher I have known 
How often did he or she ... 


very I 



1 always 

I often 

often 

sometimes 

rarely 

never i 

1 1 . .. give homework? 







I 2 . . play games? 







i 3 . .. make jokes? 







, 4 ... give punishments? 







1 5 . . . praise? 







i 6 ... criticize? 







, 7 ... get angry? 







| 8 ... smile? 

1 —-- 






1 


Now fill in the grid again for A bad teacher I have known! 
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mMi.x non ... understood. Then students 1.11 ... then own question 
n.iucs individually, or work m pairs, asking each other ‘I low often did he 
,n |„ do youAfterwards they report results using full sentences: 

1 always watch television at weekends. 

I lenri’s teacher sometimes gave homework. 

Hits may be done either orally, in response to your questions: 

What answers did you get to the first question? 

What are Jacqueline’s viewing habits? 
or in writing, for homework. 

Comment: Make clear what you mean by always (every day?) some¬ 
times (twice a week? twice a month? every other day?), etc., otherwise 
students may have difficulty deciding what to answer. 


BOX 4b 

Frequency surveys (2) 

r - 

i Television-watching habits 

By each question fill in a number: 

i 1=never 2=seldom 3=occasionaliy 4=often 5=always 
, How often do you ... 

1 ... watch television on a weekday?. 

• 2 ... watch television at the weekend?. 

i 3 ... leave the television on even if you are doing something else? 

i 4 ...turn the television on automatically when you come home? 

i 5 ... feel guilty about watching too much television? 

i 6 ... limit yourself to a certain number of hours' viewing?. 

7 ... look up programmes in advance to find things you'll enjoy? 

i 8 ... watch programmes alone?. 

9 ... turn the television off if visitors come?. 

1 10 ... feel that watching a certain programme was really worth¬ 
while? . 

__ 
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2.4 What do you do when ... ? 

Posidon of frequency adverbs; free composition of sentences, oral or 

Pr °™i Ure: A f 5 k , StU j 1en , tS * cue question like ‘What do you do when you 
are depressed? and ask them to jot down a few ideas, using one of tin- 
frequency adverbs always, usually, often, sometimes each time: 
sometimes go out and buy some new clothes. 

I usually just sit and listen to music. 

Then share ideas with each other; or try to find other students who 
have similar reactions. 

Variations: Alternative situations that can provide cues are: other 
moods (when you are happy, annoyed, bored, nervous) or events 
(when you have a free day quarrel with a friend, have an exam the nex 
da>, find yourself short of money). 

See also: 

I’ 3 , l ”f ertm 8 adjectives, using adverbs instead of adjectives- 
ia.J C ham story , using adverbs for the cues- 
28.3 Routines. 
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3 Articles, definite and indefinite 


(lor alan contrasted with some see under Countable!uncountable, 
singularlplural nouns, page 86.) 

3.1 Expanding headlines 

Use of appropriate article in noun phrase; inserting a!an!the into head¬ 
line; oral or written. 

Materials: A pile of English-language newspapers, or headlines cut out 
from them. 

Procedure: Ask the students to go through the headlines they have, 
inserting alan/the, or leaving no article, where they feel appropriate. 
Do a few examples with them; then let them carry on alone (or in pairs 
or small groups). You may need to help individuals with comprehen¬ 
sion occasionally. Then check answers yourself; or ask them to check 
each other’s answers consulting you in cases of doubt. 

Variations: Later, you may ask students to insert not only missing 
articles, but also auxiliary verbs that are often omitted ( istare, do!does! 
did), or any other items necessary to form complete sentences. 

Sometimes there are cases where two, or any, of the three alternative 
articles (the or alan or nothing) are possible. It can be interesting to 
discuss what difference these variations make to the sense, or impli¬ 
cations, of the headline. 


3.2 Cooperative poem 

Use of appropriate article; free composition of noun phrases in writing. 

Procedure: Give the students a title of a poem: something which is 
likely to be rich in associations and connotations, like ‘Night’ or 
‘Home’ or ‘The Sea’. You might take the title from literature you have 
read recently in class, or some topical association; or ask students to 
suggest one. 

Invite students to write a noun phrase describing an association the 
topic has for them. Then write up suggestions on the board. ‘Night’, for 
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example, might produce: 

Darkness. 

An owl calling. 

The world at rest. 

The result is a sort of impressionistic poem. 

The contributions may be made richer if students are allowed to add 
a word or two to each such phrase - a prepositional phrase, an adverb, 
a verb; for example: 

Darkness over everything. 

An owl calls in the distance. 

The world is at rest, 
but the basis remains the noun phrase. 

Variations: Each student has a loose sheet of paper and is given or 
(better) chooses an individual topic, which he or she writes at the top of 
the page. He or she then writes the first line of the poem, as suggested 
above, and passes the paper to a neighbour. The neighbour continues 
with a second line — and so on. Papers may be left open throughout, so 
that every new contributor can see everything that has been written 
before; or folded, leaving visible only one previous line. 

The results may then be read out to the class, or, having been 
checked and corrected by you, copied out and displayed. 

See also: 

1.3 Inserting adjectives , inserting articles as well as adjectives. 
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Both ... and, either ... or, neither ... nor 


4.1 Association dominoes 

Position of both before verb or after are-, free oral responses. 

Materials: A large number of pictures of readily recognizable objects, 
animals, people - enough for each student to have at least three. You 
could use copies of pictures in Box 5 or published sets of small pictures 
for language learning (see bibliography). 

Procedure: Give each student two or three pictures, and stick one in the 
centre of the board with blu-tack. Any student may give you one of his 
or her pictures for sticking next to the central picture, provided he or 
she can suggest a convincing point of similarity. For example: 

A table may be stuck next to a dog because: they both have four 
legs. 

Or a pencil may go by a table because: they are both made of 
wood. 

Some similarities suggested by students may be a bit farfetched; in 
cases of uncertainty, you decide whether to accept a particular link or 
not. 

The same kind of similarity may not be used twice; tor example, 
having linked a bag and a car with They are both used to carry things’, 
another student may not use the same sentence to link, say, a horse 
with the car. 

Students should make do with vocabulary they know, rather than 
asking you for new words. 

The activity may be presented as a competition (the first five students 
to get rid of their pictures are the winners). Or (as I prefer) the objective 
may be to form an unbroken line of pictures from one end of the board 
to the other. In this case, students who run out of pictures should be 
given new ones from a reserve pile. 

Variations: The same may be done later in small groups. Here, the rules 
are similar to those of conventional ‘dominoes’. 
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BOX 5 


Small pictures 
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BOX 5 continued 
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4.2 Similarities 


Use of both ... and , neither ... nor to describe similarities; constructing 
sentences based on grid, written or oral. 

Materials: Individual copies of a grid showing what different people 
do, as in Box 6a. 

Procedure: Invite students to find pairs of people with similarities: 
Both Elizabeth and Peter eat ice cream. 

Neither Roger nor Mary eat fish. 

After a little full-class practice, pairs or groups of students may 
compete (against each other or against you) to see who can find most 
such ‘twins’. They may be asked to write down their sentences. 


BOX 6a 


Similarities (1) 


1 What they eat (yj or don't eat (xj 



meat 

ice 

cream 

fish 

tropical 

fruit 

salad 

pasta 

Mary 

x/ 

X 

X 

x/ 

x/ 

X 

Peter 

x/ 

x/ 

X 

n/ 

X 

X 

Roger 

X 

X 

X 

\/ 


n/ 

Elizabeth 

X 

x/ 

n/ 

X 

X 

\y 


2 What they can (yj or can't (x) do 



drive 

speak two 
languages 

type 

play an 
instrument 

swim 

Tony 

X 


v/ 

x/ 

X 

Jeff 

s/ 

\/ 

X 

X 

x/ 

Sue 

X 

X 

\/ 

X 

\/ 

Heather 

n/ 

X 

n/ 

\/ 

X 

Brenda 

n/ 

X 

X 

s/ 

\/ 
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tWi#, rltrfrr nr, nriintr . nnr 


\,u rith >n In pan ., students each get different partially filled grids [Hox 6b) 

diul help e.u h other to fill them in by describing who is similar to whom in what 
n jm »i 1 hey may not show each other their grids, and are only allowed to use 
•.eiiiences wiili both ... and or neither ... nor, 

I n practise both or neither alone, call out two names, and ask the class to 
identify a point of similarity between them: 

Both (of them) eat fish. 

Neither (of them) can type. 


BOX 6b 


Similarities (2) 


Student A can 

i 

drive 

speak two 
languages 

type 

play an 
instrument 

swim 

Tony 

X 

V 

x/ 

x/ 

X | 

Jeff 


x/ 




Sue 

X 


y 



Heather 




x/ 

X 

Brenda 


X 


x/ 

x/ | 

Student B can 

drive 

speak two 
languages 

type 

play an 
instrument 

swim 

Tony 






Jeff 



X 

X 

x/ 1 

Sue 


X 

x/ 

X 

sy i 

Heather 

x/ 

X 

x/ 

x/ 


Brenda 

n/ 

X 

X 



J 
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m linin''. 


4.3 Possible candidates 

Use of either ... or and neither ... nor to describe possible or impossible 

alternatives (also, none of ..., any of. ..); constructing written or spoken 

sentences based on brief cues. 

Materials: Brief descriptions of the qualifications of four or five people, 
and jobs they might be asked to do, as in Box 7. These may be 
displayed on the overhead projector, or individual copies distributed to 
students. 

Procedure: Ask students to tell you which of the people described might 
or might not be able to cope with each job, using either ...or or neither 
... nor . 

Either Ali or Anita could cook a meal. 

Neither Mark nor Christine could move heavy furniture. 

This could also be done in pairs, or individually in writing. 

Variations: You might ask students to think about members of the 
class: can they think of two people, either of whom is qualified to do a 
certain job? Use the jobs suggested in Box 7 as a starting point, then 
encourage students to think of others. 

See also: 

28.8 Things in common. 


BOX 7 




r 


Who could ... ? 

n 


1 .. 

. help move heavy furniture? 



2 .. 

. sing the treble (high) part in a song? 



3 .. 

. advise you about University studies? 



4 .. 

. cook a meal? 



5 .. 

. entertain a Spanish visitor? 



6 .. 

. drive you to the airport? 



7 .. 

. teach you to ride? 



8 .. 

. entertain an Arabic-speaking guest? 



9 .. 

. play in a basketball match? 



10 .. 

. paint a picture? 


L 
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HOX 7 continued 
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© Cambridge University Press 1988 


-1 

CHRISTINE 

Age: 10. Home: a Texas ranch. 

Very musical (plays violin). 

Speaks Spanish and English. 

Hobbies: helping with the 
horses, sports. 


MARK 

Age: 70. Home: Cairo. 

Retired University professor. 
Has had polio - in wheelchair. 
Hobbies: painting, driving (in 
special car). 


ANITA i 

Age: 30. Home: Argentina. 

Has M.A. in English. Musical, 
artistic. i 

Allergic to animals. i 

Hobbies: cooking, ball games, 
body-building. 

_i 


ALI 

Age: 24. Home: Morocco. 
Works as chef in restaurant. 
No driving licence. 

Hobbies: riding, no other 
sports. 




























































5 Comparison of adjectives 


5.1 Looking at advertisements 

Understanding comparative and superlative adjectives in context; mainly 

reading. 

Materials: A large number of English-language newspapers or maga¬ 
zines with plenty of advertisements in them; alternatively, a number of 
ready cut-out advertisements. 

Procedure: Give each student, or pair of students, a pile of adver¬ 
tisements or periodicals, ask them to look through them to find 
instances of the comparative and/or superlative of adjectives. Help 
with comprehension where necessary. Each example when found may 
be highlighted with a fluorescent pen, or copied into a notebook. 

Variations: The marked or copied sentences are later read out to the 
rest of the class, who have to guess what product was being advertised. 


5.2 Making advertisements 

Use of comparatives and superlatives in advertisements: free or cued 

writing. 

Procedure: Preferably after doing Looking at advertisements , above, 
tell the students that they have to compose their own advertisement for 
a product (some ideas in Box 8), using comparative and superlative 
adjectives. They have to write it up neatly; and - optionally - design 
the layout and illustration. The results, when you have checked them, 
may be copied neatly and posted on the wall to decorate the classroom. 
Best done in pairs or groups. 

Variations: The advertisement may be designed to be later read aloud 
or acted, like a television commercial. 

The activity may be presented as a competition: the group which 
makes the best advertisement - written or spoken - is the winner. 
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BOX 8 

Things you could advertise 

1 Imaginary products 

Marve margarine; Supremo car; Wisdom computers; Sparkle 
cleaning fluid; Sleepo beds; Yummy chocolates; Vita vitamin 
pills. 

2 Local attractions 

A local beauty spot; our school/college; a local newspaper; a 
forthcoming party/festive event; a local dish; a local product; a 
celebrity, or locally well-known personality. 

3 People and pets 

Marriageable young man/woman (described by matchmaker); 
pet animal (advertised by pet shop); 
actor/singer/dancer (promoted by theatrical agency); 
au pair/cook/nanny/housekeeper (advertised by domestic help 
agency). 


5.3 Brainstorming comparisons 

l Jse of comparative and superlative adjectives, also as ... as and not so ... 

as to compare subjects; oral brainstorming based on set pattern. 

Procedure: Give the students three names of objects (or animals, or 
professions, or whatever you like - examples in Box 9), and ask them 
to find as many points of comparison between the items as they can. 
For example, if they are given a garden rake , a ball , a pencil , 
comparisons might run: 

The pencil is smaller than the rake. 

The ball is the roundest. 

The pencil is more useful than the ball. 

After a preliminary trial run with the whole class, another set of words 
can be given to small groups, who compete to see who can think of the 
most comparisons in three or four minutes. Encourage them to make 
do with vocabulary they know, rather than asking you for extra words. 

A similar task can be set for individual writing, or homework. 

Variations: When students know each other fairly well, they can be put 
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into pairs and asked to compose sen tent c\ i nmjMnii)', i In mst I v is wit li 
each other: 

I am taller than you are. 

You speak more languages than l do. 

Pairs may then be asked to write together a summary of their 
comparisons. 

Comment: This activity can be used to practise any kind of comparing; 
but you can, of course, limit it to any particular construction you want 
when you give the preliminary instructions: the comparative with -er 
than , for example. 


BOX 9 

Things to compare 

1 a pencil, a ball, a garden rake 

2 an elephant, a snake, a crocodile 

3 a television, a lamp, a chair 

4 a rock, a mountain, a river 

5 a car, an aeroplane, a bicycle 


5.4 Comparing pictures 

Use of comparative and superlative adjectives, also as ... as, not so ...as , 
to compare subjects; oral brainstorming based on set pattern. 

Procedure: The students compare two or three pictures, which should 
have some theme in common. Some examples are given in Box 10; or 
you can use pictures from your coursebook, or cut out from magazines. 
The comparisons are likely to be longer and more complex than those 
produced in the previous activity. Students may relate to items within 
the picture: 

The girl in Picture 1A is prettier than the girl in Picture IB. 
or to the picture as a whole: 

Picture IB is the darkest. 

Again, this can be done as a group competition, with a time limit. 
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IlOX 10 


Pictures to compare 


1 A B 
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BOX 10 continued 
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IIOX 10 continued 
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5.5 Circle comparisons 


Use of comparative adjectives to compare subjects, based on single-word 
cues. Oral brainstorming based on set pattern; possible written follow 
up. 

Procedure: Show the students several nouns laid out in a rough circle 
thus: 


macaroni 


ice cream 


apples 


yoghurt 


salt 


water curry 


fish 

The nouns should be connected in sense to a common theme (more 
examples in Box 11). They can be displayed on the board or overhead 
projector. Then ask students to suggest a point of comparison between 
any two; for example: 

Ice cream is more fattening than yoghurt. 

Draw a line between ‘ice cream’ and ‘yoghurt’ to represent the 
comparison, and ask for another sentence linking two other items 
and so on, until there is a criss-cross ot lines linking the words. 
Participants should make do with known vocabulary, rather than 
asking you for new words. 

Variations: You can provide some extra practice afterwards by asking 
students to recall sentences that are represented by the lines. Point to 
one line, and ask the class what was said when it was drawn in; when a 
student repeats the sentence, you delete the line - and so on, until all 
the lines are gone. 

Later, students may be given sets of nouns on paper to work on 
individually, drawing in the lines and writing the corresponding 
sentences below. 
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BOX 11 


Circle comparatives and superlatives 


boots 

lion 

coat 

dress 

spider 

snake 

shirt 

hat 

cat 

mouse 

watch 

umbrella 

fly 

fish 

jeans 

man 

reading 

hairdresser 

swimming 

sleeping 

bus-driver 

housewife 

watching TV 

eating 

secretary 

pilot 

driving 

dancing 

teacher 

mechanic 

studying 

doctor 

field 

car 

wood 

river 

train 

plane 

city 

village 

spaceship 

bicycle 

sea 

lake 

ship 

skis 

mountain 

_ 

submarine 


(Or the students' own selection of names of local places, 
celebrities, television programmes, etc.) 
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5.6 Circle superlatives 

Use of superlatives to distinguish one of a set of cues; oral responses 
based on set pattern; optional written llow-up. 

Procedure: Give the students circles of nouns as in Box 11 , and ask 
them to take each member of the set in turn and find some respect in 
which it is superior (or inferior) to all the rest: 

Macaroni is the most fattening. 

Fish is the richest in protein. 

They can later be given another set to work on individually, writing 
down one sentence for each item. 
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5.7 Ranking 


Use of comparative adjectives, as ... as, not so ... a,, rank ,terns on 
scale. Spoken and written responses to cues, free discussion. 

Materials: Sets of five or six linked nouns, and another four or five 
adjectives that express criteria that might be applied to them For 
example, some of the foods suggested in Circle comparisons might be 
given criteria like fattening, sweet, healthy, cheap. The nouns and 
adjectives are laid out in the form of a grid ( Box 12) and presented to 

the class on individual worksheets, on the board, or on the overhead 
projector. 

Procedure: Check that the meanings of all the nouns and adjectives are 
known. Then students discuss in what order the items should be rated 
under each criterion. For example, if they think that macaroni is the 
most fattening, then they will insert the number ‘1’ in the appropriate 
column by macaroni. Then, by discussing which of the other items is 
more or less fattening, they will decide on a final order. And so on, with 
all the other criteria, until the grid is filled. 

Variations: This activity is suitable for group work. Each group is given 
the same grid to work on; later, results are compared, and the class tries 
to reach a final consensus (almost impossible, in my experience, but 
there is a lot of language practice to be got in the attempt!). 


BOX 12 


Ranking 



cheap 

tasty 

healthy 

fattening 

essential 
to life 

macaroni 






water 






yoghurt 






curry 






arsenic 
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BOX 12 continued 



strong 

rare 

intelligent 

beautiful 

dangerous 

lions 






snakes 






men 






dogs 






spiders 








healthy 

tiring 

productive 

enjoyable 

watching TV 





swimming 





driving 





studying 





sleeping 






i----- 1 
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5.8 Preferences 


Use of comparative adjectives and as ... as, not so ... as to express 

patterns^m'ostly^orah Vimed ad|C “ VK ’ m ° «"»•'“ -"*« 

Procedwre: Present a set of two or three words, expressing concepts 

i^ are R kd tf? USe j efin ' te positive or negative reactions (some 

For example: ‘ k t0 eXprCSS a " d > UStify their P refer ^ces. 

I prefer snakes to spiders because they are more colourful and 
graceful. 

I prefer a lake to a waterfall because it is quieter 
This may be done in open class discussion, in groups, or individually in 
writing; if the last, then results can be shared later. The aim is to find 

wsteT wyours. ^ ** ^ P ° SSlbly com P arin 8 their 

Variations.- Each student chooses his or her own set of ‘concepts*, and 
goes round asking all the others which they prefer and why. In this 
way, all students are activated simultaneously, either asking or answer¬ 
ing in a fluid pair procedure. They can be asked to draw conclusions 
as to the tastes and reasons of the majority, which may be interesting to 
share with the rest of the class at the end. 

Comment: You might like to use for the basic ‘concepts’ things you 

- been Studymg rec * ntIy m class: new vocabulary, characters from 
literature you have read, etc. 


BOX 13 

Which do you prefer, and why? 

1 snake, crocodile, spider 

2 mud, sand, rock 

3 dog, cat, canary 

4 morning, afternoon, evening 

5 summer, winter, (spring, autumn) 

6 countryside, city, village 

7 swimming, dancing, running 

8 sweet, savoury, spicy food 

9 pop, classical, folk music 
10 waterfall, sea, lake 
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6.9 Quizzes 

iKr of comparative and superlative adjectives in questions (quizzes); 
understanding, responding to and composing such questions; mostly 
trading and writing. 

Materials: Quizzes based on comparisons: 

What is the highest mountain in the world? 

Which is longer, the Amazon or the Nile? 

More examples of questions using the comparative in Box I4a\ 
superlative in Box 14b. Vocabulary should be familiar to the students, 
or easily guessed. 

Procedure: Students answer the questions either orally or in writing, 
preferably in complete sentences: 

Mount Everest is the highest mountain in the world. 

They then make up their own quizzes, for each other to do. 

Vernation: Give the students only a name (Mount Everest; the Dead 
Sea; Queen Victoria) - and ask them to say why these are outstanding. 
Or take obscure names out of the Guinness Book of Records, and get 
students to find out what record they hold by asking questions. 


BOX 14a 

i-- 

Comparative quiz 

i 1 Where are there more people: in Indonesia or Japan? ( 

i 2 Which is the larger country: the USSR or China? I 

1 3 Which can live longer: a man or an elephant? * 1 * * 4 * 6 

4 Which is the smaller country: the Vatican or Nauru (island in 
the Pacific)? i 

i 5 Which can jump farther: a kangaroo or a horse? i 

1 6 Which country produces more rice: China or India? 

J 7 Which is bigger; a Boeing 747 or a DC 10? 

i 8 Which ocean is deeper: the Atlantic or the Pacific? ( 

L- T - 1 

©Cambridge University Press 1988 
Answers 

1 Japan 2 the USSR 3 a man 4 Nauru 5 a kangaroo 

6 China 7 a Boeing 747 8 the Pacific 
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BOX 14b 


Superlative quiz 

1 Which is the highest mountain in Africa? 

2 Which is the largest planet (in the solar system)? 

3 Which animal lives the longest? 

4 Which is the largest snake in the world? 

5 Which country produces the most wheat? 

6 Which language has the most words? 

7 Which is the lowest place in the world? 

8 Which is the fastest animal in the world? 


© Cambridge University Press 1988 
Answers 

1 ll' 1 'mIob™ 2 Ju P iter 3 the turtle 4 the anaconda 
5 the USSR 6 English 7 the Dead Sea 
8 the cheetah 
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6 Conditional clauses 


i Note: in this section, the term first conditional refers to the construction 
.is in the sentence If I come, l will see him-, the second conditional to If l 
i ante, I would see him, and the third conditional to If I had come, I would 
have seen him.) 


6.1 Finishing conditional sentences (1) 

First or second conditional sentences; slight variations of controlled 

patterns; oral brainstorming. 

Procedure: Give a sentence using the first conditional, describing one of 
a number of possible variations, preferably based on personal taste. 
For example: 

If 1 go to France this summer I will visit ... the Eiffel Tower. 

If 1 had a million dollars I would buy ... a luxury yacht. 

(More examples in Box 15) Invite students to express their own 
variations. 

If I go to France this summer, I will visit the Eiffel Tower. 

If I go to France this summer, I will visit the Louvre. 

If I go to France this summer, I will visit the Opera. 

This may be done fairly briskly, going round the class; or each student 
may be required to write down his or her variation. 

Variations: Each student composes his or her own variation and then 
goes round trying to find someone else with the same. If the activity is 
done in full class, students may later try to recall what other students’ 
variations were: 

If Mario goes to France, he will visit the Louvre. 

\\\\\ v 
///// r 
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BOX 15 

Finishing conditional sentences (1) 


1 If I go to France this summer, I will visit 

2 If I feel very hungry this evening, I will eat... 

3 If I have time next weekend, I will go to . 

4 If I have to write a story for homework, I will write 
about... 

5 If you come to my home, you will see . 


6 If I had a million dollars, I would buy 

7 If you asked me out for a meal, I would order 

8 If I could live anywhere I wanted, I would live 

9 If I had 20 children, I would be ... 

10 If I had a museum, I would collect 
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6.2 Finishing conditional sentences (2) 

First or second conditional; variations of set patterns, less controlled than 
(6.1) above; oral, with optional written follow-up. 

Procedure • Give students only the if clause of a conditional sentence- 
it I go away on holiday this year 

and invite them to compose their own endings (see Box 16 for more 
examples of half-sentences). 

Various: Give the'result' half of the conditional sentence as a cue: 

J would be rather disappointed if ... 

and do the same (more examples in Box 16). After hearing a few 
suggestions, ask students to recall: 

What were the most interesting endings you heard? 

Who remembers what Monique would do> 

For homework, another similar half-sentence may be given (not the 
same one the students have already explored in class!), and students 
re four or five possible completions, or a complete paragraph 
enlarging on one particular response. F g apn 

CC Z7T a ° te rl ? at iC C3n , be ver y infusing to mix the first and 
second conditionals in a single activity. Stick to one or the other until 

between t5 ^ ^ SfUdentS are dear about the differences 
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ItOX 16 


Finishing conditional sentences (2) 

First conditional 


-- 

1 If I go away on holiday this year... i 

2 If I lose all my money ... 1 

3 If we get too much homework ... 

4 If my friend gets into trouble ... , 

5 If we finish early today ... i 

_I 

6 HI eat my hat if ... 

7 This school will have to close if ... , 

8 We will all be very happy if... i 

9 I will be rather disappointed if... i 

10 Will you help me if... ? 


Second conditional 


1 If I were a millionaire ... i 

i 2 If you loved me... > 

1 3 If I went to live in another country ... 

4 If we were all geniuses ... 

5 If you came to visit me ... i 

__j 

1 6 I would stand on my head if... 

7 We would all be very ill if ... , 

8 Our teacher would be delighted if... i 

i 9 Would you be well prepared if ...? 1 

1 10 My friend would give me a kiss if... 
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6.3 Chains of events 


Use of conditional (any type) to describe results of actions; traits 
rormattons and some free composition; oral or written. 

Procedure: Give the class one //clause, similar to those suggested for 
the previous activity: bB 

If I had a million dollars ... 

Suit 8 ™ 16 f ° r fUrtHer eXampleS - } ° ne student su gg e s« a possible 

If I had a million dollars I would buy a yacht 
The next student takes the result, re-forms it into a condition and 
suggests a further result; and so on. For example: 

A. If I had a million dollars, I would buy a yacht. 

B: If I bought a yacht, I would go for a sail. 

C: If 1 went for a sail, there would be a storm. 

D: If there were a storm, my yacht would sink. 

The same can be done, of course, using other types of conditional: 

A: It I am ill tomorrow, I shall stay at home. 

B: If I stay at home, I shall miss lessons, 
or: 

A: If the car had been going faster, it wouldn’t have been able to 
stop in time. 

b: If it hadn’t stopped in time, it would have hit the child 
Supply new vocabulary as needed. 

Variations. The same can be done in small groups. In writing, it is best 
done as a class activity rather than as homework: each student gets a 
sheet of paper, at the top of which he or she copies down the given 
condition (or each student may be given a different condition, or - 
better - invent their own). The student then fills in a possible result, and 
passes the paper to a neighbour, who thinks of and writes down the 
next event in the chain (using full conditional sentences as in the 
example given for oral work above), and passes it on. After about ten 
minutes there will be a number of ‘chains’ ready to be read aloud or put 
up on the wall. F 

6.4 Superstitions 

Use of first conditional to describe superstitions; free composition of 

single sentences, oral or written. 

Procedure: Suggest some well-known superstitions, defining them 
through conditional sentences: 6 

If you walk under a ladder you will have bad luck. 
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|l ,i i-.iiU.ii* hi s the bride’-, humpu t .iftci a wedding she will be the 
iicxi to marry. 

(Sonic more suggestions in liox 17; sec also bibliography, under 
< )//io sources.) 

Students are then invited to suggest further superstitions they know, 
w |uch may be written on the board, or copied down. They will 
probably need some new vocabulary; supply as needed. 

Van.ilmns: The class might make a list of as many superstitions as they 
. un, write them out on a big piece of paper and put them on the wall. A 
lesson or two later, students can be asked to look at the list and try to 
memorize them. Then the paper is taken down, and in pairs or small 
groups they try to recall and write down as many as they can. 

< omment: Students might find it a little difficult at first to recall 
superstitions, though they probably know many if reminded. You may 
need to jog their memories (‘What about the one about black cats?’). It 
is also a good idea to ask them to think of superstitions they know for 
homework the night before, writing them out in the conditional form, 
or even simply making brief notes which can be expanded in class. 

This activity is particularly interesting with a multilingual group: 
members can contribute superstitions new to others in the class from 
their different countries or cultural backgrounds. 


BOX 17 

Superstitions 

1 If you walk under a ladder you will have bad luck. 

2 If a girl catches the bride's bouquet after a wedding she will be 
the next to marry. 

3 If you break a mirror you will have seven years' bad luck. 

4 If you talk of the Devil he will appear. 

5 If you see a small spider you will get a lot of money. 

6 If a witch points at you, you will die. 

7 If you scratch your left hand you will give money away. 

8 If you touch wood your good luck will continue. 

9 If you hear an owl in the night a friend will die. 

10 If a black cat crosses your path you will have good luck. 
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6.5 If only 


Use of second conditional to express unfulfilled desires; (also poss.I.K / 
Wts ... construction); free composition of sentences; mostly written.* 

Pr °?: d Z e: • Te P the St “ den , ts that th ^y are to be given three wishes md 
should write down what these would be. This may be done using the / 
wish form if it has been learnt, or simply To... For example- 
I wish I were very rich. y 

f wish I were good at sports. 

I wish I could speak English well, 
or: 

To be rich. 

To be good at sports. 

To speak English well. 

I 1 inL Sh ° Uld th g en Write j dOW J n at least ° ne reason wh y they want these 
things, using the second conditional. For example* 

If I were very rich, I wouldn’t need to work. 

If I were good at sports, I would take more exercise 

If I spoke English well, I would be able to travel more. 

rn a?V 3S u 35 y ° U Can ’ that thdr sentences are correct; then ask them 

reafons° 8erher ° f SmaH gr ° UpS 3nd share their wishes and 

Vartahons: If a similar task is given later for written homework it is a 

*2* i' 0 f Sk StudentS r .° su S8 est more than one reason for each 
wish, and to discuss its implications more fully. 

An amusing variation is to ask students to write down three negative 
mshes - ,h,„gs they would hate do, ot hate to happen to C 
possibly using the formula I would hate it if . PP ’ 

I would hate it if I lived at the North Pole, 
or again the To ... form; 

To live at the North Pole. 

Then the procedure follows that described above. 


6.6 Justifying actions 

Use of second conditional sentences to describe hypothetical situations- 
written and spoken responses. situations, 

Procedure: Suggest a set of four or fi,c unusual or immoral actions 
(written on board, or dicrared), and ask students ,o think of 
fications for doing them. For example: 

Why might you 
... jump out of the window? 
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sir. 1 1 something? 

.,, deliberately break a glass? 

i Moie examples m Box IS.) Students try to think of situations in which 
they might, perfectly morally and reasonably, perform these actions, 
and write them down. For example: 

II the classroom suddenly caught fire, and if 1 could not get to the 
door, I would jump out of the window. 

If someone stole something from me, and I knew it but had no 
way of proving it, I would steal it back. 

Note that the descriptions do not have to use the exact words of the 
initial cue. After a limited time - during which you too write down 
uwr own suggestions! - participants share ideas. They should try to 
make do with vocabulary they know, without asking you for new 
words. 

Variations: Small-group discussions may be held on the basis of 
students’ suggestions in order to decide on the most convincing 
possible reason (the if clause) for each course of action (the ‘result’ 
clause). Groups then compare their results with each other, and 
possibly decide together on the ‘best’ answers. 

The cues may be used as the basis for creative writing, but in this 
case, students should be encouraged to describe more details, or to add 
further suggestions as to circumstances which would justify the action. 


BOX 18 




Why might you ... 

i 

i 

1 .. 

. jump out of the window? 

i 

i 

2 .. 

. steal money? 

I 

i 3 .. 

. deliberately break a glass? 

i 

l 4 .. 

. pretend to be someone else? 

i 

■ 

' 5 .. 

. take off all your clothes in a public place? 

I 

I 

6 .. 

. drive a car on the wrong side of the road? 

i 

i 7 .. 

,. jump off the top of a cliff? 

i 

i 8 .. 

,. set fire to your house? 

i 

1 9 .. 

.. cheat in an exam? 

i 

i 

J 10 ., 

,. paint yourself green? 

i 

_ —i 
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6.7 Looking back 


Use of third conditional to describe contrar„ ... . , 

written work as basis for discussion. f " < " fcrt P “' 

Procedure- Students are told to write down three things thev have done 
or no, done) in rheir lives winch, in retrospect, ,he y *egrcr and ,h ' 

8 v^r;t« y did This may be wri,Kn down 

I didn’t go to University. 

I never knew my grandmother. 

I quarrelled with a good friend. 

Things I am glad about 
I had children young. 

I came here to study English. 

I was one of a big family. 

larTto wliduT,:'h"" ^ ”» 

!!! f” Univ ' rs yy. * 1 wooH have got a better job. 

m > Standmother, I would have been able to hear 
about her experiences. 

^'o^'eaTfrteidT " £ " 8liSh ' '' d mi *' d 

Afterwards, students share and discuss experiences in small groups 
^ach participant in turn chooses one item to talk about n f tf 
participants should be encouraged to react and comment on what is 

resre, .. or W*y U^dT^o, 

conditional sentences in their essays; but these would be likely to occur 

c yway, particularly if the essay is given as a follow-up to the 
classroom activity described above. ^ 

C< ZZ eflt: f'° m u StUdCntS find k difficult to think of 'deas, others have 
p enty. so let the more inventive ones think of as many as they like 
while others may only have one or two. Y Y ke ’ 

This activity is most appropriate for adult learners. 

See also: 

17.3 Desert island equipment-, 

17.5 Games and their rules-, 

17.8 Dilemmas. 
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/ 'Copula' verbs 

I Vet hs whose complements refer back to the subject, e.g. ’Jane looks 
happy.’) 


/.I Defining by sense 

\ i ibs of sensing + adjective; free composition of simple sentences based 

■ m object cue; written and oral. 

Procedure: Describe an object to the class, through as many senses as 
you can, and ask the class to guess what the object is. For example: 

It feels smooth and hard. 

It tastes sweet or sometimes a bit acid. 

It looks attractive. 

It smells slightly sweet. 

the answer being ’an apple’. Then invite them, in pairs or groups to 
invent similar definitions for other objects for you and the rest of the 
class to guess. Some ideas for objects which lend themselves to such 
definitions are given in Box 19. 

Variations: For homework, ask students to write you similar defi¬ 
nitions for three objects of their choice, which you then have to guess. 


BOX 19 


i- - 

How do they look/sound/smell/feel/taste? 

1 1 an apple 2 a baby 3 chicken soup 4 a parrot 

i 5 a fur coat 6 a violin 7 an orange tree 8 a hand grenade i 

__ 1 
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7.2 Not what it seems 


fa“w°rte„ P a "nd WlM ' ... with „l,„ „ 

2:“ U 4'e? *' SeCOml halfof • —. beginning 
•.. but in fact it s very good for you. 

• •. but in fact he is wicked, 
and ask them to reconstruct a possible first half- 
It doesn t taste very nice 
He looks friendly ... 

cha«cK*n W a h film l ? e Th" K " CC refere “ (for exam P‘e. W, or an ev,l 

B0T2Z how m I<* «« half-semences!n 

find for each cue. 7 ( d h ° W many sub ) ects ) you can 

^SffiSSSasas 


BOX 20a 


J Not what they seem (1) "1 

1 1 ... but in fact it's very good for you. 1 

j 2 ... but in fact he's rather nice. 1 

1 3 ... but in fact it's very enjoyable. 1 

1 4 ... but in fact they are poisonous. ! 

1 5 ... but in fact it's quite safe. , 

J 6 • ■ • but in fact she's very gentle. 1 

1 ^ ••• but in fact it's no good at all. 1 

1 8 ... but in fact they work very well. J 
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* « 1 1 'Hin rt f 1 • • 


m>X 20h 


Not what they seem (2) 

1 Superman 2 a wise old woman 
3 a confidence trickster 4 guavas 5 vitamin pills 
6 Snow White's poisoned apple 7 an old book 
8 a broken radio 9 an ageing actor 
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8 Countable/uncountable, singular/plural 
nouns 


8.1 Remembering pairs 

(‘Pelmamsm’, ‘Memory game’.) Insertion of alanlsome, use of singular/ 
plural forms; short oral responses to picture cues. 

Materials: Sets of small cards made up of matched pairs whose link is 
immediately and easily grasped. For example, pairs of pictures of 
identical objects; or of the same objects in singular and plural- or 
pictures and corresponding words or phrases (any of these sets may be 
derived from the material given in Box 21). One set should consist of 
about 40 items (20 pairs). Published sets of small picture cards for 
Can be used to make materials for this activity (see 

Procedure: Students work in pairs or threes, with the cards randomly 
distributed before them, face down. The first student turns over any 
two cards and reads the written text(s) or defines the picture(s) • 
an umbrella 
some sheep 
a boy 

then replaces them face down. This process is repeated, in turn, by the 
participants, the aim being to remember where the different cards were 
located and to turn up a matching pair - which then becomes the 

property of the one who found them. The winner is the one who has the 
most pairs at the end. 


BOX 21 


Pairs for remembering 
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HOX 21 continued 


on orange 



4 - 


(some) oranges 



a man 



(some) men 



•+ 


a child 



(some) children 



a woman 






a foot 







an elephant 


* y 1 

1 

(some) 

l 

elephants 




1 




4 - 


a sheep 



1 (some) sheep 
i 1 
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BOX 21 continued 


r 


r 


an aeroplane 



o 


T 


(some) 

aeroplanes 


7 
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it J Piling up stores 

I,, , in.>n i>! alunlsome before appropriate nouns, use of singular/plural 
i i m>, brief oral responses based on given pattern; optional written 
I.till»w Up. 

niure: You start off with a sentence such as: 

In my kitchen store 1 have a carrot. 

The first student continues: 

In my kitchen store 1 have a carrot and some sugar. 

The second: 

In my kitchen store I have a carrot, some sugar and some eggs. 

\ iid so on, each student adding another item until the sentence becomes 
impossible to remember, or until you decide the class has had enough. 

\,malions : The introductory sentence given above is quite arbitrary; it 
is probably better to invent your own, based on some local place or 
circumstance. 

Immediately you have finished one such ‘round’, ask students to see 
it they can recall, in writing, all the items mentioned - and see if you 
can yourself. Then check each other. 

I usually use food as the topic, because it provides plenty of varied 
examples of countable and uncountable nouns. But there is no reason 
why you should not ‘pile up’ classroom equipment, clothing, or any 
miscellaneous collection of items you like. 


8.3 Kim's game 

Insertion of a/an/some before appropriate nouns; use of singular/plural 
forms; brief, mainly written responses; follow-up discussion, using how 
muchlhow many. 

Materials: A tray displaying about 20 different items, which can be 
defined by a variety of singular and plural nouns, all known to the 
students. 

Procedure: Let the students look at the items for a minute or two, then 
cover the tray with a cloth to hide it. Ask them to recall and write down 
as many of the objects as they can - with appropriate determiners, of 
course. Then check answers, and see who is the ‘champion’. 
Variations: If the items are distributed in varying quantities (‘a litre of 
milk’, ‘six stones’), then you might ask them to recall exactly how 
much/many of each there was. In groups, each student recalls and notes 
down all the quantities he or she can remember, and then asks other 
group members: 

How much/many X was there? 
in order to complete the list. 
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8.4 Equipment for a project 


Insertion ol alan!some before appropriate nouns; use of singular/plm..| 

forms; also bow much/how many, short written phrases, with discuss. 

rollow-up. 

Procedure: Give the class a project which they have to plan, such as a 
meal, a camping expedition, a class outing, a party, a weekend course 
a propaganda campaign. It may be an imaginary one, or some real 
event which is actually planned for the near future. Discuss with them 
what equipment they will need for it, listing three or four items they 
suggest, with appropriate determiner ( a , an or some), on the board. 

hen ask them to finish the list in small groups, helping with new 
vocabulary as necessary. Next, working with the full class, compile a 
definitive list on the board, agreed on by all. Finally, decide — in group', 
or all together - how much/many of each item will be necessary. 

Variations: It is a good idea to compile your own list of equipment in 
advance; this may be then presented as a possible ‘right’ answer to 

which they can compare their own - or simply as a source of more 
ideas. 


8.5 Shopping 

Insertion of alanlsomelany before apropriate nouns, use of singular/ 

plural forms; oral dialogue. 

Materials: Individual copies of lists of about 40 simple items. These 
may be written out with a/an/some, or without: it depends how far you 
feel your students can be relied on to produce the correct determiners 
on their own. Also, at least two pictures of each item on separate cards 
or pieces of paper (80 pictures). A sample list is in Box 22; correspond¬ 
ing pictures can be found in Box 5, page 56. 

Procedure: Half the students divide the pictures randomly between 
them: they are the sellers. The others, the buyers, take the written lists, 
and each chooses ten items he or she wishes to buy. They then 
approach the sellers, who do not openly display their wares and 
request their items. 

Do you have any apples? 

Yes, here you are. / No, I’m sorry, I don’t have any. 

After four or five minutes, see who has managed to buy - or sell — most 
items. Then the buyers and sellers change over, and pictures and lists 
are redistributed. 

Comment: This activity works best with younger learners, and beginners 


90 




I mi 1 1 it Inner, n is .» good idea to provide a set dialogue (as quoted 
rfl'iuvr, loi example), and individual five or ten-item shopping lists. 

I fine is a lot of material to be prepared for this activity; but it can be 
trust d, and I have found the work put into it a good investment. 
Published sets of picture cards for language learning (see biblio- 
• it m»hy) can be used. 


DOX 22 


1 (some) carrots 

2 (a) book 

3 (a) hat 

4 (an) umbrella 

5 (some) coffee 

6 (an) electric fire 

7 (some) flowers 

8 (a) radio 

9 (some) glasses 

10 (some) matches 

11 (some) wine 

12 (a) penknife 

13 (some) tea 

14 (a) vase 


Shopping 

15 (some) potatoes 

16 (a) pen 

17 (a) coat 

18 (a) watch 

19 (some) milk 

20 (a) chair 

21 (some) wine 

22 (a) television 

23 (some) meat 

24 (some) eggs 

25 (a) pair of shoes 

26 (some) butter 

27 (a) bicycle 

28 (some) trousers 


29 (some) bananas 

30 (an) apple 

31 (a) shirt 

32 (a) handbag 

33 (some) sugar 

34 (a) table 

35 (a)cake 

36 (some) rice 

37 (some) plates 

38 (some) bread 

39 (a) scarf 

40 (some) money 
42 (some) gloves 

41 (a) watch 
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8.6 Shopping list 

Use of a/an/some (and possibly any) with appropriate nouns; use of 

singular/plural forms: oral dialogue. 

Materials: Individual copies of one shopping list, consisting of nouns 
known to the students, preceded by a/anlsome, or with no determiners 
at all (depending on how well your students can be relied on to produce 
the correct determiners on their own). Examples in Box 23a. 

Procedure: Tell the students that each should choose five items from the 
list which they would like to buy. But products can only be supplied if 
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there is sufficient demand: so in order to ‘buy’ an item, eath student has 
to find at least four others who want it. Working m ‘fluid pairs’, they 
try to find ‘co-buyers’: 

I want some ... and a ..., do you? 

I want some ... too, but I don’t want a... 

A time limit of four or five minutes for this should be plenty 
Afterwards they report back how many items they have succeeded in 
‘buying’ (i.e. have found four 'co-buyers’ for). 

Variations: The same procedure can be repeated immediately after 
wards, with students trying to get a higher ‘score’ of successful ‘buys’. 

The things to be bought do not have to be real marketable commodi¬ 
ties; students may enjoy doing this activity on the basis of a list of more 
imaginative ‘desirables’ - an extra ten years of life, for example or .1 
perfect figure (see Box 23b). 

Comment: You may find that you have to make the number of 
co-buyers larger or smaller, according to the size of your class. 


BOX 23a 

1 

1 

Shopping list 

l 

i 

1 

1 

List A 


i 

i 

1 

| 

1 (a) colour television 

9 (some) gold 

I 

i 

1 

2 (a) motorboat 

10 (some) good food 

t 

1 

3 (some) land (for farming) 

11 (an) apartment 

i 

i 

1 

4 (a) fast car 

12 (some) tickets for a 

1 

I 

1 

| 


holiday cruise 

i 

1 

5 (an) electric typewriter 

13 (some) theatre tickets 

l 

1 

6 (a) country cottage 

14 (some) clothes for 

1 

I 

1 


my holiday 

i 

t 

1 

7 (some) kitchen equipment 

15 (some) improvements 

i 

1 


to my home 

i 

1 

| 

8 (some) courses of study 

16 (some) furniture 

i 

i 

L 



i 1 
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ItOX 23b 


f* 


Shopping list 


/ ist B 

) (some) fun 
7 (an) automatic 
house-cleaner 
(some) more time to 
do things 
4 (a) new job 
b (a) trip into the future 
(of my choice) 

6 (some) patience 

7 (some) excitement 

8 (an) extra ten years of life 
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9 (some) advice on my 
problems 

10 (some) more friends i 

11 (some) more progress i 

in English 

12 (a) talent for music or 

art i 

13 (an) achievement i 

14 (some) peace and 
quiet 

15 (a) perfect figure i 

_I 


See also: 

•1.1 Association dominoes (for plural forms); 

I 1.1 Bingo, 11.2 Quick Bingo, using varied countable and uncountable 
items; 

11.4 Possessions-, 

16.1 Describing pictures (1), 16.2 Describing pictures (2). 
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9 Future tenses 


9.1 What will you do with it? 

Use of going to or will to express planned future action; oral brainstorm. 

Materials: A collection of small, readily recognizable, objects in a bag; 
or a set of picture cards depicting similar objects; or the names of the 
same items written on slips of paper (see Box 24). 

Procedure: Display one object or picture to all the class except for one 
student, who has to guess what it is. The guesser asks: 

What will you / are you going to do with it? 
and the other members of the class then describe their (imaginary) 
plans for the object. Their utterances should preferably express less 
obvious or conventional uses, so that the guessing is made more 
challenging, and the hints more entertaining. For example, if the article 
is a cup, students may say things like: 

1 will / am going to water plants with it. 

1 will / am going to break it. 

1 will / am going to make sandcastles with it. 
as well as the more conventional: 

I will / am going to drink tea from it. 

Variations: After a few such objects have been guessed, one can be 
displayed again, and you ask: 

Who remembers what will be done with this object? 

If you wish to practise the future passive, answers may take the form: 

It will be broken. 

It will be painted. 

- otherwise they may simply recall who said what: 

Simone is going to break it. 

Antonio is going to paint flowers on it. 
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IU)X 24 

-- 

What will/could you do with them? 

1 a cup 

2 a stone i 

3 a plate 

4 a knife i 

5 a piece of string 

6 a nail i 

7 a blanket 

8 a piece of wood i 

1 9 a box of matches 

, 10 a shoebox i 

1 11 a sheet of paper 

12 a piece of cotton wool i 

1 13 a litre of water 

14 a lump of clay i 

L_-I 
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9.2 Diaries 

Use of going to to express future plans; oral or written responses, based 
on more or less controlled sentence patterns. 

Materials: A diary showing the days of the week filled in with notes of 
different planned activities (Box 25). This may be presented on 
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i until (rnsf' 


*1 J. 

tancfrt 

14.00-16.00 

rest, more 

gardening 

17.30 tea, 

take kids to 

youth group 

18.00-23.00 

lazy evening: 

write letters 

watch TV 

13 30--43C 

lunch 

14.00-15.30 

rest 

15.30- 16.30 

tennis with 

Pat, Max, 

Carol 

17.30- 18.30 

shower, 

change 

19.00-23.30 

party at 

Sylvia and 

Bob's 

13.00-14.30 

lunch with 

boss, discuss 

new project 

14.30-17.00 

interview new 

candidates, 

next week's 

schedule 

17.00-22.00 

supper with 

Pat's parents 

13.00-16.00 

office, leave 

free for any 

new 

problems 

16.30- 18.30 

tea at 

Mother's with 

kids 

18.30- 19.30 

shower, 

change 

20.00-22.00 

evening out 

at Italian 

restaurant 

with Pat 

13.00-14.00 

office 

14.00-15.30 

discuss Irish 

trip with boss 

15.30-17.30 

go home, rest 

18.00-23.00 

quiet evening 

with family 

13.00 lunch 

13.30 leave 

for airport 

14.45 fly to 

Dublin 

17.00 meeting 

with Irish 

colleagues 

19.00-22.00 

dinner at 

Trinity 

College 

13.00-15.00 

lunch with 

Tony, discuss 
new project 

15.00-17.30 

office 

18.00-19.00 

help kids with 

homework 

- 1 

19.00-20.00 

supper 

20.00-23.00 

watch TV 


j © 
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individual worksheets, or on nc'ct.itc' film to be shown on an overhead 
projector. 

Procedure: Using the diary as in Box 25 students expand the notes in 
the squares to full sentences. They may use the first person, or, if tin 
diary is assigned to an individual (called, say, Mickey), the third, loi 
example, the note office at 9 a.m. on Thursday becomes: 

I am going to be in the office from nine a.m. on Thursday, 
or: 

Mickey is going to be in the office... 

This may be done orally, round the class, or in writing. If the latter, 
students may be asked to expand all the entries for one day into full 
sentences (a bit tedious), or select for writing only a set number ol 
activities according to some subjective criterion: those they think they 
will enjoy, for example, or those they think they are likely to forget, 
and therefore need to write in full. 

Variations: After the students have worked for a while on one such 
grid, it may be taken in and a blank one (Box 26) shown on the 
overhead projector or drawn on the board. Students then have to try 
and fill it in from memory: one student, for example, might recall: 

I am going to be in the office from nine a.m. on Thursday, 
whereupon you, or a volunteer student, fill in the note ‘office’ in the 
appropriate space. The same may be done in groups: each group gets a 
blank grid, and one ‘secretary’ fills in everything members of the group 
can remember — taking care to accept only full future-tense sentences! 

Wr+p. 100 
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i| .1 Finding a time to meet 

li .i mI present progressive or going to to express future plans; oral 
i|mi lions and answers. 

Punidure: In pairs, each student has a different schedule for a week 
! Box 17 , for example). They have to try to find at least one time when 
I'oil i are free to meet (or, preferably two or three possible times, out of 
which they choose the most convenient). They do this by asking each 
other questions: 

What are you doing / going to do on Tuesday? 

Are you going to be free at seven on Friday? 

II they cannot meet their partner at the time proposed, they must say 
why (i.e. describe what they are going to do / are doing then). After a 
lew minutes, check to see whether all pairs have found one or more of 
the ‘correct’ times to meet. 

Variations: Give students blank grids (as in Box 26) and tell them to fill 
about two thirds or three quarters of it with their own imaginary - or 
genuine! - programme of activities for the coming week. They then 
talk to partners and try to find times they are both free to meet. As an 
optional continuation, they may go on to try to fix a further appoint¬ 
ment with someone else - and so on, until the diary is full, or until they 
are unable to find anyone to meet in the little spare time remaining. 

M-+p. 102-5 
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9 4 Future of « picture 


Use Of going to or about to to describe imminent un„n ,l I 
storming; optional written follow-up ' 

as needed.°' ' hC SU6geStio ” s is the Give new «™buu" 

fcrelVytatS-'Swt' llH- *" . 

taken from . p , ay £ fiIm 

picture is one of a series (e.g. one of those in Box 59 oil 2 ,Z L 
the sequel available. Then rhe activity may “ ke the fo m „7 


BOX 28 


Pictures with a future 
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|liin /B continued 
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BOX 28 continued 
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H< >X 28 continued 



9.5 Mime continuation 

Use of interrogative of going to or about to to ask about imminent action; 
free oral responses based on mime cues. 

Materials: A set of cue-cards or slips of paper, on each one of which is 
written a sentence using going to or about to, describing an action 
about to be done. For example: 

You are going to drive a car. 

(Further ideas in Box 29.) 

Procedure: One student takes a slip, and mimes things he or she might 
do leading up to the (future) action. The others have to guess what is 
about to happen, using question forms, and trying to get as near as 
possible to the text of the cue-card. 

Are you going to / about to drive a car? 

The mime should not, of course, include a demonstration of the action 

itself. 












































































































Variations: Students may invent their own •luture actions' u,| 
his is done, you should have a reserve supply „( ideas ready to help ih. 
less imaginative or confident ones. 


BOX 29 


You are about to / going to ... 


1 You are going to drive a car. 


I- 

i 

i 2 You are going to wash your face. 

1 

I_ 

3 You are going to drink a cup of tea. 


4 You are going to swim. 



5 You are going to play a guitar. 


h 




6 You are going to shout. 




7 You are going to fall asleep. 




8 You are going to work. 


j 9 You are going to pick a flower. 
1_ 


_i 
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in >X 79 continued 


_ 

10 You are going to play cricket. 


11 You are going to paint a picture. 


-1 


1 


I 

1 12 You are going to dance. | 

i 

_i 
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9.6 Future of an object 


Use of going to or will , especially in the passive, to describe non- 
imminent future events; group oral brainstorming, free discussion. 


Procedure: Suggest a simple object or raw material an egg, for 
example - and ask students what they think will i is going to happen to 
it in the future. For instance: 

It will be part of a cake. 

It will fall on the floor and break. 

Then give groups of students lists of five or six such items (ideas in Box 
30) and ask them to note down possible future ‘destinies’ for each one - 
as many as they can think of within the vocabulary they know. Ideas 
are noted down by a ‘secretary’. Later all the groups’ ideas for each 
item are compared or pooled: which object/matenal is the most 

versatile? 

Variations: The group is asked to list all the things that will be done ro 
the object in a possible sequence. The egg, for example: 

will be sold, will be put in a fridge, will be taken out, will he 
broken, will be fried, etc. 


W\W V 
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BOX 30 


Objects with a future 

-- - 


1 a stone 


2 a potato 


3 a plank of wood 


4 a lump of wood 


5 a screw 


6 a battery 


7 a bar of iron 


8 a sheet of glass 


9 an egg 


10 aspring 


11 a bag of sugar 


12 a litre of water 


13 an orange 


14 a diamond 


15 a roll of paper 


16 a plastic bag 


17 grapes 


18 a microchip 
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IU)X 30 continued 


19 some steel wire 


20 a cardboard 
box 


21 a chain 


22 a bottle 


23 a carton of 
milk 


24 four tyres 
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9.7 Plans for a trip 

l Ise of going to or will to express future plans; free discussion or writing, 

some reading. 

Materials: A collection of data about places and/or things to do on a 
trip or holiday. This might consist of a list of possible activities (Box 
31a); a list of equipment or gear that will be needed (Box 31b); part of 
a holiday brochure (Box 31c); or a map of an area to be toured with 
places of interest marked (Box 31 d). Each student should have a copy 
of the data you have chosen to work on. 

Procedure: Tell the students that they have a week off for a trip, and 
they have to draw up an itinerary and programme of activities, 
bringing in all (or as much as possible of) the data they have been given, 
and using the prescribed future form. After one such exercise done with 
all the class together, they may do a similar task in groups, pairs or 
individually. They should write out the finished plan in complete 
sentences and paragraphs. Different programmes can later be read out 
and compared. 

Variations: Each participant tells the others, or writes down, one thing 
that he or she would really like to do on holiday. Then the programme 
has to include something for everyone. 

A programme based on the limitation of a sum of money may be 
made into a group competition. Tell the students that there is a sum of 
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BOX 31a 


Holiday activities 


Skiing, skating, dancing, sunbathing, eating out, walking 
resting, meeting people, touring. walking, 


' Swi ™™ n g> scuba-diving, visiting nightclubs, walking 
1_ _ s^bathmg, sailing, driving, seeing shows, fishing. & 

Camping, walking cycling, riding, swimming’ visiting stately’ ” ^ 
homes, learning about nature, rock-climbing g Y 


Resting, taking hot baths, sunbathing, reading, seeing films 

talks - to —good Sk 
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mix lib 


Holiday gear and equipment 


Passport, air ticket, swimming costume, skis, skates, sunglasses, 
guide book, suntan oil, evening clothes, strong shoes. 

(toggles and snorkel, bathing costume, harpoon, fishing-rod, 
evening clothes, life jacket, driving licence, camera. 

i cut, sleeping bag, strong shoes, bicycle, riding clothes, guide 
books, books on plants and animals, nylon rope, swimming 
' costume, hat, sunglasses, torch. 
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BOX 31c 

Holiday brochure 



The Channel Islands 

Jersey 

The largest of the group, Jersey 
lies 100 miles from Weymouth on 
England’s south coast. Despite its 
small area - about 45 square miles 
- there are some 500 miles of 
roads suitable for motoring and 
it’s easy to hire a car. The scenery 
varies from magnificent cliffs on 
the north coast to sandy beaches 
on the south, with lush valleys in 
between. 

St Helier is Jersey’s capital, 
and has plenty of shops and en¬ 
tertainment in its charming 


narrow streets. See 16th-century 
Elizabeth Casde in St Aubin’s 
Bay, reached by a narrow cause¬ 
way or by ferry at high tide. Near 
the village of Gorey you’ll find 
Mont Orgueil Casde with its tab¬ 
leaux and museum, while the vil¬ 
lage itself boasts a pottery centre 
where you can see craftsmen at 
work. 

Sporting enthusiasts are well 
catered for - golf, motor-racing, 
surfing and underwater swimming 
are among the many pursuits you 
can follow - or simply relax on one 
of the clean, golden beaches hid¬ 
ing among rocky headlands. 


L 
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BOX 31c continued 


i Winter in Britain 

j This is the season for visits to 
the theatre, opera, concerts and 
hallet, or for discovering the 
treasures of the hundreds of 
museums and galleries through¬ 
out the country. Soccer is in full 
swing and there’s rugby, too, with 
thrilling international matches at 
i tht “ famous grounds of Twick- 
enham in London, Cardiff Arms 
i ark m W ales and Murravfield in 
Scotland. If you prefer four- 
egged sport, it’s the steeplechase 
season, with meetings at major 
racecourses in all areas of Britain. 

11 you re energetic and like to take 
Part m sports, Scotland is the 

place for you at this time ofyear as 

centres such as Aviemore have 
excellent facilities for winter 
sports and year-round holiday en¬ 
tertainment. 

If you prefer a more relaxed way 
of life, you can eat out by cosy 
candlelight, or have a few drinks 
beside a roaring log fire in a 
country pub. 

London’s attractions 
London has plenty to offer during 
the winter months, especially in 
the way of entertainment-and the 
shops act like a magnet with their 
array of presents for the Christ¬ 
mas shopper, followed by bargains 
galore in the Januaiy sales. But it’s 
not only London that offers value 
shopping - most of our suburban 
and provincial centres have just as 


much to offer die eager shopper. 

Lven if you’re based in London, 
you don’t have to spend all your 
time there - and that goes for all 
the year round, too. Take a train 
or coach and see what else Britain 
has to offer; there are many excur¬ 
sions, even in winter, and among 
the great country houses which 
eep their stately front doors open 
throughout the year are Longleat 
and Woburn Abbey. Hire a car 
and drive out into the beauty of the 
winter landscape - the scenery is 
still beautiful - and the people will 
have more time to chat to you at 
this time ofyear. 
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9.8 How will the story end? 

Use of going to or will to describe future events; reading, oral brainstorm¬ 
ing or discussion, with optional written follow-up. 

Materials: A story, presented initially to the students without its 
ending, or with an uncertain or ambivalent ending. Such stories are 
most conveniently given as individual written copies, but may also be 
read aloud or improvised orally from skeleton notes. They may be 
taken from the coursebook or from books of stories and anecdotes (see 
BIBLIOGRAPHY). 

The material may be presented very effectively in the fcrm of a 
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points to ask the class whf t they think wih han’ St ° Ppin § at excitl "K 
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when she finds out... ?’ \.. Do von rh' . d< ? y ? u thlnk she Wllj react 
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9-9 Horoscopes 

writing* 0 "'* '° ° r mU ” “ press "°"-™minent future events; mainly 

person on a lo.K^riVcvfof'pip,) ’^ 0 i”' I , h P rosco P e for a " unknown 
serious. It may tela,"To a l.mS „ **, '"““ting and no, too 

or to the person's entire future life. T? y 

writing on vocabulary thev il rf>*A„ l V ° g , students to base their 
from you. The papers are folded coll Wlt ^ lo “ t § emn g new words 
other container ^ « 

hotos^es^^X;ZE”X“S^“ 
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, ( i.|if\ .in put up on tin wall round the class. You and the students 

ii,, n ..und reading them and correcting the English, il necessary - 

,,,.I , jeh member of the class chooses one future he or she would like 
tn.l appends his or her name at the bottom. Students then read out the 
futures they have chosen for themselves. 

t >i ask students to compose an ideal horoscope for themselves, and 
.mother for someone (anonymous!) they hate; or one for a specific 
,h i son - you, a fellow-student, a famous politician or television 
pci itonality. 

i or iimrnt: For students unfamiliar with the idea of a horoscope, you 
may need to explain what it is, and possibly show them an example 
1 1 oin an English-language newspaper or magazine. 


•HO The world tomorrow 

I Kc of will to describe non-imminent future events. Written brainstorm, 

billowed by free discussion. 

Procedure: Ask students to write down a list of changes they expect to 
see in the world by a date 50 years hence. For example: 

We shall have a working day of four hours. 

Every home will have a video telephone. 

People will live to be 100 or more. 

Europe will be a single country. 

They may be told to write as many as they can in the time given; or you 
may want to give them a series of topics (education, technology, 
politics, fashion, sport, etc.), and ask them to write one or more idea 
for each; or they may be asked to describe three or four developments 
they expect to occur in areas they are expert in. 

The ideas are then read out and discussed. Those that most of the 
class agree with may be written up on the board. 

Variations: In groups, students can try to sort their predictions into 
‘optimistic’ and ‘pessimistic’ ones — not always as clear-cut a distinc¬ 
tion as you might expect! 

Later, students may choose predictions that particularly appeal to 
them as the topic for a short essay. 

See also: 

6.1 Finishing conditional sentences (1); 

15.5 Common denominator (using future in the original sentence); 

20.6 Election campaign (using active or passive); 

20.7 Results of events (using active or passive). 
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10 Future perfect tense 


10.1 Kim's diary game 

future perfect rense in simple spoken/written sentences I 

"Sto4. A ">''°<'*« fi'M-in diaries to *25 and 27, pages 96, ,0 • 

'’’donfbyLta'‘W>?> ™U X«. hay, 

tkTr^^ 

then turn the d.ary-sheas face doi y l "'7“ *' schedul '- They 
you ask them to writedown what cannotse ''hem, and 

hour on one of the days Tot < ‘°? ^ a 

They may work individually „“n pa rs » r, P *%i lM ! e °" Tu ' sda T 
see who has remembered most Then do ,h, 8 P '' Check answers . and 

days, and see if they can geT betmr scte s ~ PAc 


10.2 Predicting achievements 

written follow-up”^ " Mmple sentences: oral brainstorming, optional 

yir r t£ ^ 

writing, and should also nrm> « u * may Jot ^ own ideas in 
successes. Then ask them to rell^- fu 3g f bave r ^ e]ir different 

they will have done by the age of 30 theiiT (P / >SSlbly j n 8 rou P s ) what 
ageof 70 (if your students arfove^n ? X thc ^ ° f 50 ’ rhen b y the 
discuss with them who will have hi Srh aprages accor dmgly). Finally, 
Variations: For homework hJ T m ° St succ «sful career of all. 

famous historical personage and no/ f SOn ’. each student chooses a 

her life. In class each stSnV1 u ° L Wn lm P ortanr dates in his or 
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By 17*1(1 he or sin* will have married. 

Ky IKOh lie or she will have become Imperor. 

I he other students guess who the personage is. The same can be done 
in writing for homework, for you to guess. 
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11 Have/has (got) 

(as main verb) 


(Note: the verb form have!has (got) is arguably only one lexical variation 
textbookf Cnt S ' mP e ° r PreSent PCrfeCt tCnSe; but if is treated 111 many 

a sectmn to iLTr" 3 ^ 8rammatlCal ltem ’ and therefore 1 have allotted .. 

^! 0 /A the f Sake ° f S ' mp,icity and brevit y’ 1 hav e used only the simpler 
have/has form m my examples; those who teach British English and 

prefer have/has got to express possession will need to amend mv 
sentences accordingly.) amend my 


11.1 Bingo 

reading SemenCeS; C ° ntr ° lled ° ral responses ; simple 

Materials: Pictures or written names of objects, animals or people 
ere should be two copies of each such item: one on a separate piece 
card, the other on a sheet showing several items together. The 
matermls cannot be illustrated here as they take up too much space and 
are too numerous: you can use some children’s Bingo or Lotto games 
ut usually adapt sets of picture cards for language learning (see 
bibliography), adding written versions if necessary. 8 ( 

Each student has a sheet displaying several items. You (or 
one of the students acting as ‘caller’) have the pile of separate 

mo a has’. an ?? ° ffer e3Ch ° nC rand ° m ° rder ’ Usin & the ^stion 
Who has a horse? 

Who has the policeman? 

The student who possesses the item answers using ‘1 have’: 

I have it / a horse. 

I have him / the policeman. 

and receives the card with which he or she covers the item on the sheet 
The winner is the first to cover all his or her sheet. 

Va ZT S: U A T h l va f iation is to la y down the rule that the winner is 

daimeH WH ? J n ' SheS 3St ’ S ° tHat 311 ' temS must be called out and 
claimed, and there is extra practice of the structure. 


122 


I UK < r r,/ \ I I'. 


In oulci to pr.ulist' tin third person forms, students are put in pairs, 
. n h partner having a sheet of cues. A student may not claim for his or 
h. i own sheet but only tor the partner’s, using 'He or she has.. 

I lc or she has it / a horse. 

I lc or she has him / the policeman. 

I hr winners arc the pair both of whose sheets are completed first. 

117 Quick Bingo 

'ample / have sentences; controlled oral responses; some reading and 

spying. 

Pnucdure: Give the students duplicated sheets displaying 20 cues, to 
which the teacher has matching 'partners', and ask each student to 
, ross out any 14 of them, leaving six to work on. Alternatively, each 
student may get the same 20 cues, but each on a separate small card; 
t hey arrange the cards into a 4 x 5 rectangle, in random order. Then 
the first student to get, say, four items in a straight line is the winner. 

Variations: One variation needs no ready-made materials at all. Decide 
on ten or 12 vocabulary items and write them on the board. Ask each 
student to copy down any four of them. Then offer the items in random 
order and the students cross out their corresponding items as they 
identify them. This is an extremely quick and efficient way of using the 
Bingo technique to practise a small number of specific lexical items, as 
well as have/has. 


11.3 Detectives 

Affirmative, interrogative and negative of have; simple oral repetition. 

Procedure: An object to be 'stolen’ is decided on - say a coin, or a ring. 
One student (the 'detective’) is sent out of the room. One of the 
remaining students is given the object: he or she is the ‘thief’. The 
detective returns and tries to find out who is the thief by asking each 
participant: 

Do you have it / the ring? 

Each participant-including the actual thief-denies guilt, and accuses 
someone else: 

No, I don’t have it, A has it! 

Whereupon the detective turns to A with the same question - and so 
on, until everyone has been asked and has denied responsibility. The 
detective then has to decide in three guesses who is lying-who 'looks 
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KU.I.yV The process is then repeated with another detective and another 

Variations: The activity may be made more lively by encourauma 
students to act innocence or indignation as convincingly as they can 
they may change the emphasis or intonation of the set sentences as they 
wish ? a f d future and so on. Another technique, which abandons 
verisimilitude but helps fluency, is to get the class to complete the 
round of interrogation’ as quickly as possible: (‘Let’s see if we can gc 
round the whole class in two minutes’... ‘Let’s see if we can do it again 
in even less time ). * 


11.4 Possessions 

Have/has with first/third person subjects; simple oral responses based on 
picture cues; possible written follow-up. 

Materials: Pictures of small objects, based on vocabulary known to the 
students, enough for each member of the class to have at least one- 
those ,n Box 5, page 56, for example, or published pictures for 
language learning (see bibliography). 

Procedure: Each student gets a picture. Going round the class, each 
says what he or she has: 

I have a cat. 

I have some coffee. 

I have a box of matches. 

Then students are asked to recall what others have: 

Ahmad has a cat. 

Hasan has some coffee. 

Fayiz has a box of matches. 

Variations: Students say not only what they have but also what they 

don t have - and the latter, of course, is open to the individual student’s 
imagination: 

I have a dog (shows it), but 1 don’t have ... an elephant. 

I nave a fish, but 1 don t have ... a dolphin. 

The recallers then have to remember not only what the other partici¬ 
pants have, but also what they do not have - again, using the third 
person. 

In a more personalized version, the pictures are discarded, and 
students imagine their own items, choosing things they really have that 
are special for them or that they are proud of. They may add brief 

arrTvTT ab ° Ut ^ e ' r lpossess L lon ’‘ This is a good getting-to-know-you 
activity for an early stage in the course. 
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11 '» Happy Families 


i Li. .nous and answers with have; simple oral responses based on set 
(•>ni(in. 

Materials: Packs of Happy Family cards, enough for each small group 
l I students) to have a pack. A pack is composed of eight to ten sets of 
loin cards, each set representing a mother, a father, a son and a 
. laughter in families identified by name and profession (e.g..Mr Bun the 
Baker, Mrs Bun and so on). However, there are other versions 
available based on theme-linked sets of objects: a pack based on 
'nature’, for example, might consist of sets of four flowers, four 
animals, four birds, four trees, four insects, four fish, four reptiles. It is 
possible, though time-consuming, to make your own, or get students to 
make them. 

Procedure: Each student gets four random cards, the rest of the pack is 
placed face down on the table. Each student tries to complete a family; 
so if one of Student A’s cards is Mr Bun the Baker, he or she may turn to 
any one of the players and ask: 

Do you have Mrs Bun the Baker’s wife (Miss/Master Bun ...)? 

If that player has the card, he or she answers: 

Yes, I have him/her, 

and gives it to Student A, who can then request another card from any 
player. If he or she does not have the card, then the answer is: 

No, I don’t have him/her, 

in which case Student A takes the top card of the pack, and the turn 
passes to the next player. And so on, until all the cards in the pack are 
gone, and all ‘families’ are completed. The winner is the player with the 
most ‘families’. 


11.6 Had a good day? 

Use of have with noun to describe action (e.g. have a shower, have a cup 

of tea)-, mostly writing. 

Procedure: Ask the students ‘Had a good day yesterday?’ and get them 
to tell you things they did using only phrases with have. Put such 
phrases on the board as they come up, and supplement with some of 
your own (see Box 32 for some ideas). Then ask them to describe in 
writing an imaginary awful day in which everything went wrong — 
again, they should use phrases with have. They can work in groups or 
pairs, and read out their results, or display them, to the full class. See 
who can compose the most awful day of all! 

Comment: You may want to relax the rules a bit and allow students to 
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use other verbs as well to make the composition more intercstm, h, 

'T' ,h 7 : 7 « to* hall i hr .. ,hry , 

happened to them, must be expressed in expressions with have. 


BOX 32 


You can have ... 

... things to eat (breakfast, a meal, a snack, a sandwich, a steak) 
• • • things to drink (a cup of tea/coffee, a glass ..I wine) 

... a cigarette 

... a rest, a break, a sleep 

... a talk, a discussion, a quarrel 

... a shower, a bath, a swim 

... a game, a run, some exercise 

... an outing, a treat, fun 

... a good/bad/exciting/dull/happy day or time 

... a dream, an idea 

... a lesson, a session, a lecture 

... a celebration, a party, a picnic 

...an operation, an injection, some treatment 
... a baby 


See also: 

8.5 Shoppings 

16 ' 3 fltlr re / iCt u i0n ( , d f Cnbing 3 P erson or with plenty of 

interesting physical features or possessions). 
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12 Imperatives 


12.1 Simon says 

Simple commands; understanding and producing short oral utterances. 

Procedure: Give the students simple commands: 

Stand up! 

Turn round! 

They must obey these commands only if you say ‘Simon says’ first; if 
you omit this prefix they should ignore them. Any student who 
performs a command that was said without ‘Simon says loses a life . 
They have three lives, after which they are ‘out’. Later, students 
themselves may give the commands. 

Variations: Omit the ‘Simon says’ rule; instead, give a command and at 
the same time do an action which may or may not correspond to it. The 
students have to do what you tell them, not (necessarily) what they see 
you do. 

Comment: Best for younger students. 

12.2 Directions 

Use of imperatives to tell someone how to get somewhere; giving and 

understanding simple oral instructions. 

Materials: Individual copies of a road map of a town, as in Box 33 ; you 
may find similar maps in your coursebook. 

Procedure: Review the kinds of commands and other words and 
formulae needed for requesting and giving directions: in particular, 
prepositions of place and direction (see list at the end of 25.5 Where 
would you like to live? page 234). Then put students in pairs, with their 
maps hidden from one another. Student A decides where he or she 
would like to live (on the map), marks in the site, and instructs Student 
B how to get there from the Starting Point. Student B then does the 
same for Student A. They continue to take it in turns to choose what 
else they will have in ‘their’ town (a bank, bus station, cinema, etc.), 
and to direct each other to the site: but they have to go back to the 
Starting Point every time they give directions. At the end, they compare 
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maps to check their sues correspond; and compare with other mu- 
see how many different facilities are boasted by the different t , wm 
V T*T'. !" wr,, "'B- ** them to describe ronte they km w w 

.r„,t'. r me * ,hC SCh, " >1 ’ ” — ••'theZrT 


BOX 33 


Road map 


r 
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12 3 Dos and don't?* 

PuMiivr and negative commands; written, with oral follow-up, and 

npnonal free discussion. 

Pt i u rdiirc: Ask each student to think of something he or she is good at; 
then to think of pieces of advice for someone else new at the job. It 
could be a sport, a profession, or a hobby. For example, I might write 
about teaching: 

Learn your students’ names as soon as possible. 

Don’t talk too much. 

1 licit a few examples from students; then ask them all to write at least 
five positive and five negative pieces of advice; they should try to make 
do with vocabulary they know, without asking you for more. Then 
they get together in pairs or groups to advise each other on, or find out 
about, their different fields of expertise. This may, of course, develop 
into an informal discussion, and the brief commands may be elabor¬ 
ated, in speech, into more detailed recommendations. 

Variations: The same can be done on the basis of advice for a new 
student or teacher coming into the school or course. In this case, 
students try to come to a consensus on the best set of ‘dos’ and ‘don’ts’ 
for the purpose. 


12.4 Recipes 

Use of the imperative to give instructions; fairly free writing. 

Procedure: Tell the class to write out instructions for a simple recipe: 
making a cup of tea, or boiling an egg, for example (more examples in 
Box 34); supply new vocabulary as needed. Then check that all the 
participants agree as to the best method-or learn alternative methods! 
Variations: Ask for a detailed ‘recipe’ for a very simple operation, like 
opening a door (second part of Box 34): students have to describe 
everything that has to be done: 

Walk to the door, stop in front of it, turn the handle, push or pull 
the door open ... 

When they think they have finished, they exchange papers, and try to 
find things their partners have forgotten: 

You didn’t say: ‘put your hand on the handle’. 

\\\\\ V 
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BOX 34 


Give instructions how to ... 


1 ... boil an egg 

2 ... make a cup of tea 

3 ... make a cup of coffee 

4 ... make a salad/fruit salad 

5 ... make soup 

6 ... make scrambled eggs /an omelette 

Or how to ... 

7 ... open a door 

8 ... put on a shirt 

9 ... wash your face 

10 ... cut a piece of cake 

11 ... light a match 

12 ... cross the road 


12.5 Stances 

Simple oral commands to move parts of the body. 

Materials: A set of sketches of stick-people in different physical posi- 
ions, on separate cards or slips of paper ( Box 35): it is a good idea to 
have two or three copies of each sketch. 8 

Tt U 7 r v h ? ck the students remember names of different parts of 
he body. Display one card to everybody but one. The students [hen get 

taS" '° aSSUme ,he P0Si,,0,, dep,CKd °" ,he card * giving 

Put your hand on your head ... look to your left 
The same is then done in small groups: each group gets one card and 
gives instructions to one of their members. When they have eo’t the 
latter to take up the position depicted to their satisfaction, the cardis 

‘stance’ 8 ^’ ^ an ° ther part,C,pant is told to assume another 

V magizmes The V ^ ^ T 8 ° f models cut ^om fashion 
magazines. The stances are then often more difficult to describe bur 

the process is more challenging and entertaining. 
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12.6 Imperative symbols 


svmhn | C ^ "^7° comm ™^- free composition of sentences, based .... 
symbol cues; oral or written. 

M ZJf 6 Individual copies of sheets of international symbols. ,n. 

Procedure: Using fairly well-known or obvious symbols (Box 36a) uj 
students^ to tell you what each one is telling you to do, or not to lie, 

Come this way for ... 

Look out for ... 

Or you may ask them to write down what they know; later teach e it H 
other, or you reach them, rhe right answers for the ones rhe, i d 
know (given at the bottom of Box 36a). 

' eSS ' mmcd,ately com P rc hensible symbols in liny 
36b, ask the students in pairs or groups to invent interpretations in tl„ 
form of positive and negative commands. Who can invent the mosi 
en ter t ai n i n g/ on gi na l/appropriate meaning for each? 

he original meanings are listed at the bottom of Box 36b. 
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III IX M>n 


Symbols (likely to be obvious or familiar) 


llr 

1 

-1 


,1 

1 

"W 

4 

b 

f 

• 

6 

A 

7 

J 

□ 

- 

1 9 - 

t 

12 

MAX. 

10 

1 

11 

P 

12 

i 

1 13 ^ 

A 

14... 

0 

STOP 

POLICE 

16 

l 17 


18 X 

ZB 

19 

» 

mu_ _j 


((f) Cambridge University Press 1988 


1 


J 


J 


J 


Key to meanings (not exemplifying any specific grammatical form) 

I Stop, no entry 2 Don't drink the water 3 Dogs allowed 4 No 

smoking 5 Pass either side 6 Danger 7 Camping site 

8 View or camera point 9 Cold spring 10 Maximum speed 

II Parking/waiting 12 Telephone 13 Stairs, up or down 
14 Pedestrian crossing 15 No dogs 16 Compulsory stop 

17 Put out campfires 18 Poison 19 Direction to be followed 
20 Smoking permitted 
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BOX 36b 


r 


i 

i~“ 


3 


LIZ 


Symbols (likely to be unknown) 
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formT m “ n ' n9s lnot exemplifying any specific g ramma0cal 

4 DX S hia, erV 'T rt 2 Keep "°“ n 3 0pe " d °°'»r lid 

8Lort SLcllZ Tt 6Tele9rams 7 Registration 
11 Protection and safety . 

14 Toons, acdvitto „ Pediatric c,d” 0ln ' 
17 Slow 18 Amph,theatre 19 Spin drying 20 Nature trail 


134 


i a* / Proverbs 


1 1 . ,ti imperatives to give advice; reading and discussion. 

M,m n.i/v Individual copies of a list of well-known proverbs using the 
imperative. A selection can be found in Box 37; or look up more in a 
|took of proverbs (see bibliography, under Other sources). 
fro. dure: Go through the list explaining difficult vocabulary and 
making sure the meanings of the proverbs are clear. Ask each student 
io i boose five favourite ones, and learn them by heart. Later, discuss: 
wh.it are these proverbs in fact telling you to do? Is it always good 
.ulvice? Can they think of parallel exhortations in their own language, 
translate them into English, and compare? 


IlOX 37 


Proverbs in the imperative , 

i 

1 Don't cry over spilt milk. ( 

2 Don't put off to tomorrow what you can do today. i 

3 Make hay while the sun shines. 1 

i 4 Do as you would be done by. 

5 Don't count your chickens before they're hatched. ( 

6 Don't cross your bridges before you come to them. , 

7 Save for a rainy day. i 

8 Never say die. 

9 Don't put all your eggs in one basket. 

10 When in Rome, do as the Romans do. , 

11 If at first you don't succeed, try try again. | 

12 Take care of the pennies and the pounds will take care of themselves. i 

13 Leave well alone. 

14 Live and let live. ( 

15 Don't look a gift horse in the mouth. , 

16 Don't wash your dirty linen in public. I 

17 Look before you leap. 

18 Don't make a mountain out of a molehill. 

19 Cut your coat according to your cloth. , 

20 If the cap fits, wear it. i 

__________ _i 

i---- 

©Cambridge University Press 1988 


See also: 

2.1 Miming adverbs; 

17.5 Games and their rules. 
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13 Indirect speech 


13.1 Reading reports 

Reported (past) speech: reading and discussion of texts. 

sentences, the others tty to guess the speaker and/or citculsunces '' 


13.2 Reporting interviews 

"SXSl’dS^ SraKm ' n - Pr ° du ““" ° f generalized 
Procedure: Invite a volunteer student to the front of the rl«c i 

SamT 0 T ^ tW ° ° r (about a hobby 7o, 

example, or an interesting experience, or future D lan) Then’ 1 

what'the^ntervtewee'said 'tTg* * ^ 

newspaper. gr „„ ps , .hey’then 

tS-StSSSS'S® 

corrected, may P be-pul,ished" a mtaSve? " W 

C ™ P “I s,udems “— 

future plans will produce sentences like: P ’ “ m "" ,eW about 

She said she would visit New York. 

One about past experiences will produce: 

He said he had been in great danger. 


136 


i nturrt i jn’ri v 


\ I A Quotation quiz 

(past) speech, mainly statements: transformation from direct 
(wimm) to indirect (written or spoken) speech. 

/’. 'Aura Ciive students a brief indirect-quotation quiz of your own: 

Who told Pharaoh to let his people go? 

Who asked who had been eating his porridge? 

\ I u i identifying the source, reconstruct the original quotation. Then 
ask each student to prepare two or three (direct) quotations they think 
will be familiar to other members of the class. These do not have to be 
originally in English, they may be translations; they may be generally 
well known sayings, or ‘in’-jokes familiar locally, or something said 
mently by someone the students know. This can be done for 
lx >mcwork the night before; if done in class, then have a reserve list of 
vmir own ready (some ideas in Box 38) to help students who cannot 
readily think of any. 

Students then get together in groups of four or five to prepare 
indirect-quotation quizzes, each question of which has to begin 'Who 
said that...?’ (or any reasonable alternative, such as ‘Who asked if...’ 
or ‘Who requested/ordered ... to ... ?’). When all the groups have at 
least seven or eight questions ready, quizzes are exchanged, and groups 
try to answer each other’s questions. At the end, all groups read aloud 
their original questions and check answers. 
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BOX 38 


Quotations 

1 'Let my people go!' (Moses) 

3 i C „r e ! St ever Y thin g except temptation.' (Oscar Wilde) 

4 *, h S W natl ° n ° f sh °P kee P er s-' (Napoleon) 

ChtlmT 9 t0 ° ffer bUt b, ° 0d ' t0N ' t6arS a " d -at.' (Winston 

5 'I came, I saw, I conquered.' (Julius Caesar) 

6 We are not amused.' (Queen Victoria) 

8 Washingtorf)" " " e ' ' dW * W ' th my litt,e ha ‘^et.' (George 

if f‘P uS a «:sr ion '' ,Mark 

1 Let them eat cake!' (Marie Antoinette) 
think, therefore I am/ (Descartes) 

" SCr*" ' Sn '' W0 "* ' he PaPCT "' S ™ ,Kn Kam 
14 ,OT a ™ n - one 9i " m ,eap ,pr '" a " ki " d -' 
others.' (George 0™ell) bUt S ° me ar " mals are more ec J*Jal than 


13.4 Correspondence 

mnsformattop pf ttm 

Are you enjoying this course? 
or a statement: 

You are looking very nice today' 
or a request: 

Can you lend me five pounds? 
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I In mites are delivered, hriel answers wrilten (<*n the same piece ol 
I. i ,11 and sent hack, and so on until several lines of correspondence 
It i vi been put together. All this should be done in silence (if possible!). 

I uli student then takes the correspondence he or she initiated, and 
,.i, pares it for reporting - that is to say, writes out an indirect speech 
version: 

I asked Anna if she was enjoying this course. She told me it was 
all right... 

I hen you take in the completed reports for checking. In the next lesson, 
pn k out some of the more entertaining, and invite the authors to read 
them aloud - or do so yourself (with their permission!). 

I i 5 People used to believe 

Indirect past statements contrasted with present; oral or written brain- 

slorm, based on cues. 

Procedure: Introduce the topic of the advance of scientific knowledge, 
and give some examples of what people used to believe: 

People used to believe that the world was flat. 

People used to believe that you could turn iron into gold, 
and contrast them with: 

But now we know that the world is round. 

But now we know that gold is an element. 

Ask students to think of some more examples of contrasts between past 
belief and present knowledge, and write up on the board only the 
second half of each (‘But now we know that...’). When you have a list 
of ten or more such items on the board, ask students to recall, orally or 
in writing, what the first half was (‘People used to believe...’). 

Variations: Suggest that students recall their own youthful miscon¬ 
ceptions (‘I used to believe that...’), and share them with one another. 

13.6 What would you need to know? 

Indirect questions, also the construction know how to... (or ...who/ 

when/ivherelwhether to ...); oral or written brainstorm, based on cues; 

optional discussion follow-up. 

Procedure: Ask the class what they think a new student needs to know 
on entering the present course/school; suggest they use the question 
words who/where, etc. 

You need to know where the secretary’s office is. 

You need to know when to come to class. 
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tir* •*—v-... 

.aCt/afcr™ P r “ i[ wouid nKj "■ m™ 

You would need to know how to swim 

Th m '^ri'sc^o s c , the , J 

:s l r d8t for w ^ - -r«sr«sL?Lis. , 5 

V °ZZ K “ Z!S: “ PaifS ° r 8r °“ PS ’ ,hC o' course, 

Wouldn’t 1 need to know ... ? 

Why would 1 need to know that? 
and a discussion may develop. 


13.7 Tell me what they said 

or past; — 

pr p oc c zi lr zr c Th book ' ° r °"' s »i4r also "i 

Bee n ^^S^S~r P ‘ eha - 

He s asking her to marry him and she’s telling him she won't- 

5S3£SS»s=b=Ss 

depending on 3Z ZZ ZZ^ n/T"' Z°"' 

Ste »£ and the rest " f * 

k“ 5 =^s=sws 
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»x 39 
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BOX 39 continued 



See also: 

33.1 What to do. 
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i I ING form of the verb 


i i I My tastes 

I „i r luiteUlnn’t mind + verb + -ing; brief written responses based on 

qt i \\ iiu f n. 

I',,: . dine: (iive each student a loose piece of paper and ask them to 
i nr down one thing they love doing, one thing they hate doing and 

. tiling they don’t mind doing. Do the same yourself. Take in the 

j, i|, ( rs, then read them out one by one, and see if the class can identify 
i n h student - and you - by likes and dislikes. 


112 Opinion questionnaire 

\, I bs that take following verb + -ing (for example, ‘1 enjoy dancing’, or 
l,r risked falling’) used in set questions and answers; reading and oral 
mi i i action. 

Materials: Multiple copies of brief questionnaires, such as those shown 
in Box 40. It is best to make up your own version, based on 
controversial topics appropriate to your own teaching context; my 
examples are suitable for young adult classes. 

Procedure: The class is divided into groups, each of which gets a 
different questionnaire; each member of a group has a copy of it. The 
groups then disperse and re-form in such a way that there is at least one 
representative of each of the original groups in every new group. 
Participants take turns to ask all other member of the new groups their 
questions, and jot down the answers. They then re-form into the 
original groupings to pool the answers they have collected, and 
formulate their results into complete sentences, such as: 

20% of our population enjoy smoking. 

30% of our population like driving fast, 
and report back to the class. These results may later be written up 
neatly and displayed. 
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BOX 40 


r 


Questionnaire 1 



1 Yes 

No 1 

1 Do you enjoy smoking? 



2 Do you mind other people smoking near you? 



3 Do you approve of smoking as a habit? 



4 r F °:il,r 0llerSl C °‘ ll<1 m ,,op 



5 Should we forbid smoking in public places? 




t- 


Questionnaire 2 


vtucsuunnaire 2 

Yes 

No 

1 Do you enjoy listening to pop music? 



2 (If so), at what age did you start enjoying it? 



3 nnn y0U ^ ^ Pe ° P ' e '^"'"9 *0 loud 
pop music near you? 



4 Do you like singing pop songs yourself? 



5 Do you prefer listening to pop music to 
watching television? 
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1 1 > /turn ii/ ii’i rm> 


mix 40 continued 


Questionnaire 3 



Yes 

No 

1 Do you enjoy listening to classical music? 



2 (If so), at what age did you start enjoying it? 



3 Do you mind other people listening to loud 
classical music near you? 



4 Do you like or play (classical music) yourself? 



5 Do you prefer listening to classical music to 
watching television? 




Questionnaire 4 



Yes 

No 

1 Do you enjoy drinking wine with a meal? 



2 Do you enjoy drinking spirits (like brandy) 
between meals? 



3 Could you easily do without drinking (alcoholic 
drinks) at all? 



4 Do you always avoid getting drunk? 



5 Do you mind people getting drunk in your 
company? 
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BOX 40 continued 


Questionnaire 5 



Yes 

No 

1 Do you enjoy driving? 



2 Do you like driving fast? 



3 Do you dislike other people overtaking you? 



4 Do you ever risk being fined for speeding? 



5 Do you disapprove of people racing each other 
on the highway? 




© Cambridge University Press 1988 


14.3 How could you do it? 

The -mg form of the verb after prepositions; brainstorm, based on set 
pattern; mostly oral; optional discussion follow-up. 

Procedure: Suggest a simple task: 

How do you get someone to come to you? 
and ask for a straightforward solution using by + verb + -ing- 
By calling them. s ' 

Then make it more complicated by adding a condition, also repre- 
sented by a preposition + verb + -ing: 

How do you get someone to come to you without speaking> 

1 he students may have several solutions: 

By getting someone else to call them. 

By writing them a note. 

By making a sign with your hand. 

Give new vocabulary as needed. 

Some examples of simple tasks with various possible compli¬ 
cations are given in Box 41. y 
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[\iti iti!>"• (iivr students, m groups, several Midi ‘complicated’ prob 

I, hi ., mil tell them these are initiative, or ingenuity, tests: which group 
. hi Imd the most effective (or economical, or original) solutions? 
|ii ,ults to be judged by you, or discussed by the class as a whole. 

I an r, students may be asked to design their own problems, to be 
, hi hanged and solved, and/or discussed. 


BOX 41 


How could you ... 

I . get someone to come to you (without speaking, or while 
facing the other way)? 

y open a door (without touching the handle, or before reaching 
ft)? 

,1 ,. pick up a pencil (without touching it, or while keeping your 

eyes shut)? 

4 .. sit on a chair (without bending your knees, or without looking 

at it)? 

!> ... open a tin (without using a tin-opener, or while holding one 
hand behind your back)? 

6 ... get into your home (after losing the key, or without opening a 
door or window)? 
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15 Interrogatives 


15.1 Dialogues 

Simple interrogative, affirmative and negative form- • l- , , 
oral repetition of forms learnt by heart. § ' ’ hln d,al< W>: 


example: re P res entmg some kind of communicative event. For 

A: What are you doing? 

B: f rn going outside. 

SSoSSS* W '" PmbMy Supply furth “ samples; o, see 

“ "ithou. written 

the lesson through various kinds of repetit'on'lchMai p,efcrab !>' du ™8 
reiterating or answering utterances^.in n , ’ Pf ,r > 'tiJifidual) 

performed either by a by ?' "«>>«• » is then 

"2S?. 

can apply only to speed, tone or volume (S i , directI f on * Thes e 
• •. in a high/low voice ... loudlv/softlv n l Ia ^°8 ue fast/slowly 

or personality (‘Do the dialogue angrily ^adlv^ 1 ^° ?°° d 
dramatically ... fearfullv q Y „ 8 y dy ”• lau ghmgly ... 

situational context (‘The dialogue ic a can even prescribe an entire 
secret agents in hostile territory 8 ° excdian § e oi code formulae by 
and student in a 1*1 * °/ 3 Gonv ™*«on between a teacher 

•ions mag be issneZo th.Sm^pXaS' TS’' *** 

asked to guess what the situation is In u y ’ “ nd 1 tile . rest ot the class 
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jMilng mu side' m tin di.ilogiu given .is .m example here can be 
ii |tl,uctl with 'reading a book', ‘walking around’, etc.), or further 
. s. liauges can be added to develop the situation in different ways. 

A technique called wrangling can be used with two-utterance 
i ... lunges that express or imply some kind of conflict. For example: 
A: Will you marry me? 
n: Why should 1? 

'undents work in pairs, each taking one of the ‘parts’ and argue with 
. a. h other using only the exact words of their line. They try to wear 
. . 1 , h Other down by repeating their utterances in turn, using as many 
v.med kinds of emphasis as they can. The first to give up is the loser. 


is 2 Choosing or composing comprehension questions 

All kinds of questions on a reading passage; reading and understanding; 

optionally, composing new questions. 

I'tncedure: Using a conventional reading passage-plus-comprehension- 
questions text (preferably one from your coursebook that you are 
going to do anyway) invite students to select those questions they think 
are most sensible for testing comprehension, and to cross out the rest - 
leaving about half the original number. They may do this individually, 
m pairs or in groups. They go on to answer the questions they have 
chosen. 

Variations: After reading a passage, invite the class to suggest their own 
comprehension questions. Write up all suggestions on the board, and 
then ask students to whittle down the number of questions as described 
above. 


15.3 Find someone with the answer 

‘WH’ questions; reading and identifying spoken answers. 

Materials: Slips of paper with simple ‘WH’ questions on them; separate 
slips with corresponding answers. There should be one copy of each 
question and one of each answer; in total, rather more pairs of slips 
than there are students in the class. For example, for a class of 20 
students, you should have about 30 questions and 30 corresponding 
answers (as in Boxes 42a and b). 

Procedure: Each student gets one question slip and one answer slip. In 
‘fluid pairs’, students ask each other ‘their’ questions, giving ‘their’ 
answers in response - though these will usually be inappropriate. 
When a question does get a correct answer, the two students put their 
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slips together and come to you. You check that they are right and uU 
m the slips. A pair of students left without any slips at all gets freshen,, 

from your reserve pile, until there arc none left. The activity go, •. 

until all question and answer slips have been paired off. 


BOX 42a 


Questions 


Questions and answers 


1 

1 What language do they 

J speak in Brazil? 

i 

i 

J What colour is the sky? 

I 

1 

1 

1 

What language do they 
speak in Australia? 

i 

i Where is Montreal? 

1 

1 


What language do they 
speak in Quebec? 

1 

i Where is Geneva? 

i 

i 

_x 


What was the name of the 
first man? 

i 

i Where is Teheran? 

i 

_x 


Who was King Solomon's 
father? 

i 

j What colours is a panda? 

i 

- X 

1 

Who led the Israelites out of 
Egypt? 

1 

1 What colour is a lemon? 

i 

_ X 

1 

1 

1 

1 

What is the first month of 
the year? 

1 

j What is three times six? 

i 

- X 

1 

1 

1 

1 
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'l/n continued 


How many tens are there in 
.» hundred? 


I low many grams are there 
in a kilo? 


How many legs does a fly 
have? 


How many legs does a 
spider have? 


How many legs does a horse 
have? 


How many days are there in 
a week? 


What is cheese made from? 


How many litres are there in 
a kilo of water? 


Who wrote Tom Sawyer ? 


Who wrote Winnie the 
Pooh ? 


Who wrote Macbeth ? 


What is seven plus eight? 


Where did Cleopatra live? 


How many days are there in 
June? 


What is bread made from? 


Who discovered America? 


(C) Cambridge University Press 1988 
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BOX 42b 

Answers 


1 

Portuguese 

i 

J English 

i 

i 

French 

i 

i 

i 


Adam 

j King David 

i 

Moses 

i 

i 

i 

January 

i 

j Ten 

i 

A thousand 



i 

i 

i 

T 

1 Six 

i 

i 

[ Eight 

1 

Four 

i 

Seven 

i 

| 

1 

J Milk 

One 

1 

1 


i 



1 Blue 

i 

i 

1 

In Canada i 

i 

In Switzerland 

i 

1 In Iran 

i 

i 

T 

Black and white i 

Yellow 

1 



i 


— 

Eighteen 

1 

Mark Twain i 

A. A. Milne 

1 



1 



Shakespeare 

i 

Fifteen i 

In Egypt | 

1 

i 

1 Thirty 

T' 

Flour i 

1 

Columbus i 

i 

© Cambridge University Press 1988 
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IS 4 Questionnaires 


Mostly ‘yes/no’ questions; reading and answering set questions, mostly 
mi .illy. Optional follow-up: composing new questions. 

M.ihrials: Individual copies of questionnaires on a topic that interests 
the class, based on vocabulary they know or can guess. Often the most 
effective are the ‘know yourself’ type, with questions designed to elicit 
information about the answerer’s personality. These may be in the 
lorm of one question with various endings, or a series of different 
questions (both types shown in Box 43). Examples of different kinds of 


BOX 43a 


Questionnaire about yourself 

What are you like? 

Answer code: 1 =Yes, very (much/many); 2=Yes, quite; 
3=So-so; 4=Not very (much/many); 5=Not at all 



1 Are you... 

1 2 

3 

4 

5 

l 

l 


.. .sure of yourself? 

1 2 

3 

4 

5 

l 

i 


... interested in other people? 

1 2 

3 

4 

5 

I 

1 


...usually happy? 

1 2 

3 

4 

5 

I 

1 


...a hard worker? 

1 2 

3 

4 

5 

1 

I 


... intelligent? 

1 2 

3 

4 

5 

i 

i 

| 


2 Do you often help other people? 

1 2 

3 

4 

5 

1 

i 

i 


3 Do you care if people like you or not? 

1 2 

3 

4 

5 

i 

i 

i 


4 Have you got a lot of friends? 

1 2 

3 

4 

5 

1 

! 

1 


5 Can you be patient with stupid people? 

1 2 

3 

4 

5 

1 

1 

i 






1 

1 

. J 

© Cambridge University Press 1988 
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questionnaires in Boxes 4 and 40 , pages SO «„J | 44; > cr a , MJ 

Procedure: Each student gets a sheet of the questions, and writes .. 

her answers; or students can work in pairs, asking each other the 
questions and noting down answers; or in ‘fluid pairs’, asking differ,., 
partners each time. * 

Va Zfi°” S: 'a . 8r °f PS V Cach st “ dent writes down his or her own 
swers, and then further sets of answers for each other member of i In¬ 
group (Box 43b), according to his or her own estimation of the othc 
member s personality. Participants then compare what they think of 
themse ves with what their co-students think of them: very revealing' 

Bur only to be attempted if relationships within the class are fairly 
warm and comfortable. 

Jr a A° f ; he C|U , estionnair , e bein 8 supplied ready-made, it may be 
designed by the students, working in pairs or groups, on the basis of 

TectrkeTh (S ° m l't aS ‘l B ° X 43C) ■ The qUeStion forms used should 
be checked by you before the questionnaires are administered and filled 


BOX 43b 

Questionnaire about yourself 

1 What makes you do things? 

Answer code: 1 =Yes, definitely; 2=Yes, probably 
3=Sometimes; 4=Not usually; 5=No, never 


(Names of others in group) 


1 Do you try 
harder to do 
something 
because... 






... people 
will like you 
if you do? 






... you will 
get money 
for it? 













irm i - 


MOX 43b continued 


Myself 


(Names of others in group) 


.. you enjoy 
doing it? 

... you believe 
it is a good 
thing to do? 

... you are 
afraid of what 
will happen if 
you don't? 

2 Is it important 
to you to know 
people think 
your work is 
good? 

3 Is a job easier 
for you if you 
are working 
with other 
people? 

4 Would you like 
to be famous? 

5 Can you make 
yourself 
work hard at 
things you 
don't really 
like doing? 
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BOX 43c 

You could design questionnaires about 

... How healthy are you? 

... How good a student are you? 

... How good a friend are you? 

... How creative are you? 

... Was your childhood a happy one? 

• • • What are your political opinions? (left/right/centre) 

• •. How do you feel about yourself? (self-esteem) 

... How good is your family life? 

■.. Are you content with your life? 

• • • How well do you get on with other people? 

... Are you optimistic/pessimistic? 


15.5 Common denominator 

'Yes/no’ questions; oral responses, based on set patterns. 

Procedure: Think of a certain feature that may be common to various 
objects, Croundnessk for example,, and pu/„„e suchTb ”c, ?„Ta 

I love ... the sun. 

Students then try to find out what your 'common denominator' is bv 

youT.“g o? A s,udent who thi " ks 

Do you love ... fire? 

and one who thinks it is ‘something in the sky’ might ask- 

Do you love ... clouds? 

to both of which you answer ‘no’. A question such as- 
Do you love ... an orange? 

however, since you are thinking of 'round', obviously gets the answer 

The guessers only have one 'direct question' - for example: 

Is the answer round’? v 

-so they have to be very sure that they are right before asking it 

rf?er h rh meanS SeVer f 1 verif y in 8 'Do you love... ?’ questioJeven 
after they are fairly sure they know the answer 

bve"°' , ' S: YoI he ° ri8 ' nal S ' n ' en a e d °“ °‘ course ' h «' » begin 'I 

love .. You can vary it according to the kind of verb, or tense vou 

want to practise in the interrogative. Some possible variations are in 

o* 44, together with some more ideas for common denominators 
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BOX 44 


Possible base sentences 

1 I / my friend love(s)... 

V We're going on a picnic tomorrow, and well take ... 

3 I'm reading a book about... 

4 Yesterday Jeremy went for a walk, and he saw ... 

5 I'm going shopping soon, and I'm going to buy ... 

6 In our kitchen there is ... 

7 I would like to have ... 

Possible common denominators 

i-,- r - r -<-1 

i round i square i soft i hard 1 long i short 

I_L_L_1- T l-1- 

1 smaller or larger than a person i red/yellow/green/blue 

1 l_ 

is in this classroom 


floats on water i can fly i can be eaten or drunk 


can be held in the hand i is a machine 


breaks if it is dropped i makes a noise 

_i_ 

is made of animal (or vegetable, or mineral) substance 

---- 

begins or ends with a certain letter i is a machine 


contains a certain letter i contains five or more letters 

_I_ 

begins with the same letter as the name of the guesser 


the same word exists in the student's native language 

__ 
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--- 

made of metal/wood etc. i 
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15.6 Guessing 

‘Yes/no’ questions; oral brainstorming. 

Procedure: The teacher or a volunteer student chooses or is given m 
item to be guessed: this may be an object, person, activity, place <>r 
event. The rest of the class asks ‘yes/no’ questions, to be answered by 
the ‘knower’, until the item is guessed. 

A: Is it in the classroom? 

B: No. 

C: Can we eat it? 

b: Yes. 

D: Is it round? 

B: Yes. 

E: Is it an apple? 

B: Yes. 

Sometimes the knower may begin by giving a set hint: whether the item 
is a person, animal or thing; whether it is male, female, neuter, singular 
or plural; whether it is animal, vegetable or mineral. 

Variations: The activity can be made more brisk and motivating by the 
introduction of a limit on the number of questions that may be asked 
('You have to guess the answer in not more than 20 questions’), or on 
the time available (‘You have two minutes to guess the answer’). 

One well-known variation on the guessing game is Coffeepot. The 
knower chooses or is given a verb; the rest of the class try to guess it by 
asking questions in which the word coffeepot is substituted for the 
verb, with appropriate suffixes added if necessary: 

Does an animal coffepot? 

Do I like coffeepotting? 

As a written follow-up, students compose a series of questions, 
together with the appropriate answers (‘yes’ or ‘no’, plus, possibly, 
short ‘tag’ answers), intended to lead to a certain solution. You, then, 
have not only to check the grammar of the questions but also guess the 
solutions. For example, a student might write: 

Does it have four legs? No. 

Does it fly? No. 

Does it swim? Yes. 

Can we eat it? Yes. 

Similar sets of questions composed by students may be brought to class 
for students to exchange between themselves, and guess each other’s 
items; or both writing and reading may be done as a classroom activity. 

Comment: Note that in the full-class spoken version of this activity, the 
knower, who gives only brief answers, should be a single person (or 
possibly two), while the bulk of the class should be asking the 
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a7u*d then the luck, guesser can be gi.en the ptetute 
I (temporarily) as a symbolic prize. 


15.7 Quizzes 

■Wir questions; reading and answeting given questions; optional 
follow-up: composing new questions. 

dt“h s Tell Aemto fry to fill in the answers to the quit, 

“ °Ask them°o su ggest - in class or for homework - another three/four/ 
topic on Which they ate experts and you, posstbly, ate not. ^ 
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BOX 45 


r 


Cultural knowledge quiz 


1 Where is Toronto? 

2 Who spoke Latin? 

3 How do you find out the area of a circle? 

4 Who said 'I think, therefore I am'? 

5 How many players are there in a football team? 

6 Where can you find the words 'In the beginning ...'? 

7 Who was Elvis Presley? 

8 What was Sherlock Holmes' profession? 

9 When did the Second World War start? 

10 What country was Hamlet prince of? 

11 How do elephants sleep - standing up or lying down? 

12 What are the five senses? 

13 What kind of an animal is a dingo? 

14 What is a gondola? 

15 What is the capital of Ethiopia? 

16 In which city is the White House? 

17 What is the name of Mickey Mouse's girlfriend? 

18 How often are the Olympic Games held? 

19 Where did Peter Pan take Wendy? 

20 What happened to Pompeii? 


L 
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Brief answers 

1 In Canada 2 The Romans 3 irr 2 4 Descartes 

5 Eleven 6 Genesis, ch. 1, v.1 7 A pop singer 

8 Detective 9 1939 10 Denmark 11 Standing up 

12 Sight, hearing, touch, smell, taste 13 A wild dog 
14 A boatfin Venice) 15 Addis Ababa 16 Washington 

17 Minnie Mouse 18 Every four years 19 To the 

Never-never land 20 It was destroyed by a volcano 
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1*>8 Filling in forms 


All |.i, uls ol interrogatives in the present: constructing oral questions on 

I. c.is ol brief written cues; reading and oral interaction. 

Miterials: Individual copies of simple forms, as in Box 46. 

I'm, clure: Tell students (to imagine) that the school’s records have 
been lost or destroyed, and you need personal details about each one of 
them for the new files. They should sit in pairs and note down details of 
, ach other’s identity and background, as demanded by the form. All 
such information must be given only in response to a proper question: 
thus, given the cue ‘Age’, the asker must say: 

How old are you? 

During the process of supplying the information, the answerers may 
help or correct the askers in their questioning. Before giving in the 
filled-in forms, each student should check that his or her partner has in 
fact filled in the information correctly. 

Variations: Each answerer has to give two false pieces of information in 
response to the question asked; at the end, each student tries to identify 
his or her partner’s lies. (This variation is, obviously, only feasible if the 
students know each other fairly well - and is one way of getting to 
know each other even better!) 

Later, students may role-play a different person: a celebrity, a 
fictional character, or a locally-known personality - and answer the 
questions in their ‘new’ persona. Later, read out data from one or more 
of the filled-in forms, and see if the class as a whole can identify which 
student was the real answerer. 
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BOX 46 


r 


Form to fill in 


Surname: First name(s): 


Age: Married: Yes/no Profession: 


Place of birth: 


Home address: 


Telephone No. 


Address at work: 


Telephone No. 


Names of children (if any): 


Interests: 


l_ 
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15.9 Don't say yes or no 

‘Yes/no’ questions; free oral interaction. 

Procedure: A volunteer stands in front of the class, and the rest of the 
students fire questions at him or her designed to elicit the answer ‘Yes’ 
or ‘No’ The answerer tries to avoid saying these words, substituting 
acceptable paraphrases. If, however, ‘Yes’ or ‘No’ is said, the answerer 
is ‘out’, and another volunteer takes his or her place. 
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I*. 10 Preparing interviews 


Ml |. mils ol imcrrogativcs; free composition of questions for an inter- 
V i rtt , optional writing of questions, followed by oral interaction. 

/ ,-durr I ill students they are to interview you for a television ‘chat’ 

...amine, and must prepare a set of ten to 20 questions to elicit 

information they want. Give them ten or 15 minutes to do so, helping 
ilii-m with new vocabulary where necessary. You may wish them to 
w , jtc out the questions in full, or just jot them down in brief note form. 

I hey then interview you. , „ „ 

V,millions: Later, give each student the name of another student to 
interview, and ask them to prepare their questions and then get into 
pairs to perform the interviews. They may later describe to the class 
some of the questions they asked and their answers, or write them up 
l„r homework. If, however, the students know each other very well, 
then just getting general information about each other may e rat er 
pointless. So ask each student to suggest something he or she is 
particularly interested in, or well-informed about, and would be 
willing to be interviewed about; then students get into pairs to 
interview each other about their respective fields of interest - and, 
again, report back to the class. As far as possible, try to let students 
choose their own partners, finding topics of mutual interest 

Alternatively, give students fictional characters or celebrities to 
prepare interview questions for, and then ask for volunteers to 
role-play the interviewees. Each student may choose a different person 
to interview from a list provided by you (some suggestions in Box 47); 
or all may prepare questions for one person. In the latter case, one 
student, or you yourself, role-play(s) the interviewee, and all the others 
take turns asking the questions. 
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BOX 47 


People you could interview (in role-play) 

Well-known personalities in politics, the current news, 
entertainment, sports, the arts, broadcasting. 

Local people: students or teachers from the school, well-known 
personalities from the community. 

People who have something unusual about them: a mother of 20 
children; a professional stuntman/woman; the inventor of a cure 
for cancer; a beauty queen/king; the possessor of a pet elephant; a 
woman with three husbands / man with three wives; a person 2.1 
metres tall; a person who can breathe underwater; a (male) 
children's nanny; a (female) bus-driver. 


15.11 What are they saying? 

Ail kinds of interrogatives; free composition of questions and answers, 

based on picture cue; orally and/or in writing. 

Materials: Pictures of people talking to one another, as in Box 39, page 
141. Each student may have a copy, or they may be displayed, if big 
enough, at the front of the class. You can also use cut-out magazine 
pictures, or cartoons with balloons to show speech — in which case 
you blank out the original dialogue. 

Procedure: Tell the students that one of the characters is asking a 
question and the other is answering, and ask them to imagine what is 
being said. You may give some suggested ‘answers’ in advance and ask 
students to imagine the questions; or ask students to invent both 
questions and answers. Suggestions may be written or given orally. 
Sometimes you may be able to put together students’ suggestions to 
form longer dialogues. 

See also: 

1.1 Finding twins ; 

18.2 Combining arrangement-, 

18.3 Picture differences-, 

22.1 What were you doing last night? (1 ); 

23.8 What really happened?-, 

23.10 Alibi-, 

31.3 W ritten enquiries. 
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16 I s/a re, there is/there are 


16.1 Describing pictures (1) 

l Ise of islare or there is/there are to describe a scene; oral brainstorm, 
optional written follow-up. 

Materials: Large pictures that can easily be seen by all the class, 
preferably in colour and with plenty of clearly delineated detail, or 
individual smaller copies of the same. There are some good published 
pictures of various sizes suitable for this activity (see bibliography); 
cut-out magazine pictures are cheaper, but often not large and clear 
enough for full-class interaction. Or you may find suitable material in 
your own coursebook, either within the book itself or as supplemen¬ 
tary flash cards or posters. Some examples for enlarging or copying 
(not in colour, unfortunately!) may be found in Box 48. Whatever you 
choose, make sure that most of the items depicted are within the 

vocabulary range of the class. , ■ 

Procedure: Invite the students to say as much as. they can about the 
picture, using (There) is or (There) are. Have a defined objective: 20 
sentences in all, or as many as the class can manage in three minutes. 
Alternatively, show the picture for two minutes, then hide it and ask 

students to recall its content. , • 

Variations: The same can, of course, be done in writing; or the writ ng 
can be done as a follow-up. It is sometimes a good idea to give the 
students two or three minutes before the spoken brainstorm to jot 
down some ideas: then when the speaking does start, there are plenty 

One variation is to display two pictures of roughly simi ar subjects 
but by no means identical ( Box 10, page 67) - and to ask students to 
suggest similarities, or differences, or both; in this case each contn- 

bution has two clauses: . A . 

The horse in Picture B is white, but the horse in Picture A is 

black. 

It is possible, of course, to ask questions instead of making statements 
about the picture. It is better if such questions are not simply alter¬ 
native forms of statements, whose answer is obvious from the picture, 
but genuine uncertainties, which can then be answered imaginatively 
by other students. 
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BOX 48 


Pictures for describing 



ItOX 48 continued 



(c) Cambridge University Press 1988 


16.2 Describing pictures (2) 

Use of is/are or there is/there are to describe a scene; oral brainstorm. 

Materials: Two or three different pictures, of a similar type to that 
suggested for the previous activity, but small enough to be used for 
group work. You may need two or more copies of each if you have 
more than about 15 students in your class. 

Procedure: After they have had a little practice in the full-class picture 
brainstorm, as described in Describing pictures (1) above, divide the 
students into groups. Give each group a picture and ask them to 
produce as many (is/are) sentences about that picture as possible within 
a given time limit - say, three minutes. One member of the group has to 
record the number of sentences - either jotting down a tick for each 
sentence, or actually writing it out. 1 prefer ticks, since the full writing 
out slows things down, lessens the volume of practice for most of the 
group, and frustrates those who are waiting to contribute. The groups 
then report how many sentences they produced. 

After one such round, pictures are exchanged, and the process is 
repeated, each group trying to better its previous result (number of 
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scntcnces produced). I lien, possibly, the same proi i vet again (tincc 
rounds arc usually enough!). 


16.3 Picture dictation 

Use of is/are or there is/there are to describe a scene; oral brainstorm. 

Procedure: Draw a large rectangular frame on the board (or overhead 
projector), and invite students to tell you what to draw in it. You might 
start by suggesting it is a room, then saying 'there’s a table in the room 
and drawing it in. Students suggest further details: 

There’s a vase on the table. 

The vase is blue. 

Variations: You may, of course, invite students to do the drawing, but 
this tends to slow things down somewhat; better to do the sketching 
yourself, even if it is very unartistic, and gain more time for language- 
practice. An alternative is to use prepared cut-out drawings: cardboard 
ones for a felt- or clip-board, or bits of acetate film for laying on the 
overhead projector-this, of course, both guides and limits the kinds of 
contributions available to the students. 

The exercise can be made more interesting by asking students to 
describe not just a conventional scene, but an unusual one: an 
extremely untidy room, for example, or their ideal classroom, or an 
outdoor scene on an imaginary alien planet. 


16.4 Find a twin picture 

Use of is/are or there is/there are to identify features of a scene; 
constructing interrogative, negative or affirmative sentences; oral inter- 
action. 

Materials: A set of simple black-and-white pictures showing various 
combinations of between six and ten components: say, a table, a bird, a 
tree, an apple, a dog, a cat, an egg. These are fairly easily made by 
copying sketches of the components on separate pieces of acetate film, 
laying them in a basic arrangement on the photocopier and copying’ 
then changing the position or direction of one component for each 
subsequent copy. You may make further variations, after the pictures 
have been copied, by colouring in or slightly altering some of the 
components by hand. Make two copies of each variation. In all, there 
should be enough to give every student one picture and still have ten or 
so in reserve. Examples in Box 49. 

Procedure: Give each student one picture, which they are not allowed 
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m show each olhn. I ach student then has to find someone who has the 
> H.ict duplicate of his ot her picture: they do this by describing their 
pu lures to each other, or asking questions: 

There’s a bird in the tree. 

Is your cat black? 

Where is your dog? 


IIOX 49 


Pictures with differences 
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Students who It.ivc found duplicates bring them to you; you chci l. (Ik y 
arc right, and give them further pictures from the reserve, until all at. 
gone. The activity ends when all the pictures are paired. 

Variations: The activity can be made slightly longer if there are tin.« 
copies of each picture. Each student then has to find two others will, 
the same picture. 


BOX 49 continued 


r 
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in b Reverse guessing 


i is/,or with third person pronouns to describe people or simple 

ub|i 11 , oral or written brainstorm. 

,;hnc: <■ boose the name of a person known to all the class, or a 
simple object (or group of objects), and tell all but one of the students 
u I. u it is The student who does not know then has to guess it, but does 
ask any questions. It is up to the rest of the class to supply enough 
hints to enable him or her to guess correctly. 

It is in the classroom. 

She is tall and thin. 

They are made of wood. 

i Inmment: ' You may wish at first to limit sentences specifically to those 
, M inplitying the use of islare ; but at a later stage, let the participants 
use whatever constructions they like. This will produce more mterest- 
mj , a nd varied sentences, and the use of islare when it does occur - and 
ii does! - will be more natural. 

Sec also: 

\ | Expanding headlines-, 

S.l Kim's game. 
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17 Modals 


17.1 Guessing by abilities 

Use of can!can't to describe abilities; oral brainstorm, with optional 
written follow-up. K 

Procedure: Choose the name of an object, an animal, or a person well 
known to the class. Tell all the class but one what it is. The student who 
does not know has to guess, with the help of hints suggested by the 
others based on what the subject can or can't do, or what we can or 

cant do with it. For example, if the sublet is ‘koala bear’, students 
might say: 

It can climb trees. 

It can carry its baby. 

You can’t buy one in a shop. 

They might occasionally need a new word - supply it as needed. The 
guesser may also ask can!can’t questions, but may not guess what the 
subject actually is until the other students have given all their hints 
Variations: For homework, students describe a subject of their own 

choosing m this way for you to guess - or for other students to guess in 
the following lesson. b 

17.2 Uses of an object 

Use of can, could to describe possibilities; oral brainstorming. 

Materials: A picture of a simple object, or (better) the object itself 
Examples in Box 24, page 95. 

Procedure: Invite the students to suggest as many original uses for the 
object as they can, using can or could (whichever you want to practise), 
ror example, if the object is a pen, students might suggest: 

You can use it to dig holes. 

You could scratch your head with it. 

After initial demonstration with the full class, divide the students into 
groups and give each group an object. They have three or four minutes 
to think up a 1 the uses they can, noted by a ‘secretary’. Help them with 
new vocabulary as necessary. Later, the groups report back their 


172 


(\ I(/• lilfi • 


h,-,'., slums, which .uc usually < iitcii.immg enough in themselves to 
tirovule interest; oi the .utivity can be made into a competition 
|i. i ween groups to see who can produce the most ideas. 

\ au.itiony In lower-level classes, limited usually to the modal can in 
1 1 11 . activity, you can widen the range of possible sentences by saying 
lb.it anything at all you can do with the object is acceptable. For 
i sample: 

You can hold it. 

You can put it on the table. 

With more advanced classes, however, 1 find it better to lay down that 
the sentences must express an actual, feasible (though not necessarily 
likely!) use of the object (as in the examples under Procedure above): 
this is more of a challenge, and produces more varied, interesting 
contributions. 


17.3 Desert island equipment 

l Ise of can/could/may/might to express possibilities; free composition of 

sentences, based on situation and object cue; oral. 

Materials: A pile of small pictures of objects. You could use drawings 
such as those in Box 5, page 56, or bits of magazine pictures, or 
published small pictures for language learning (see bibliography). 

Procedure: Tell the students they are stranded on a desert island. They 
have before them a pile of items, each of which they may keep if they 
can find a convincing use for it in the desert island situation. In turn, 
each student picks up a picture, and suggests how he or she can!may! 
might!could use whatever it depicts. For example, a student who picks 
up a picture of a shirt might suggest: 

We could use the shirt as a flag to signal to ships. 

After initial full-class demonstration, this is best done in groups (with 
some help from you with vocabulary). The students themselves decide 
which uses are ‘legitimate’ and which not. 

Variations: The activity may be presented as an inter-student or 
inter-group competition. Or neither; the challenge of finding uses is 
often motivating enough in itself, and groups can be asked at the end to 
share their most original ideas, or tell the class what they can do, in 
general, on their island as a result of having all this equipment. 

Comment: This is similar to 17.2 Uses of an object , but slightly more 
advanced: sentences are likely to be longer and more complex (‘If we 
... then we might/could...’). 
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17.4 Modal symbols 


Us ' °J. canlcan 'tlmustlmustn't to express permission, obligation md 
prohibition; oral and written responses to simple graphic cues. 

Materials: Individual copies of a sheet of international symbols, Id. 

those in Box 36a, page 133; or the same shown on the overlie. I 
projector. 

Procedure: Using the more well-known symbols (Box 36a), ask ih. 
students to tell you, or write down, what each symbol means, usiiut 

can, can t, must or mustn’t. Check the correct interpretation of ca. I. 
symbol. 

Variations: Using the less obvious symbols (Box 36b), brainstorm 
possible interpretations for each one. Then you can either select will, 
the class the one which is the most original, entertaining or convincing! 
or give them the correct interpretations at the end. 

Ask the class to suggest warnings, suggestions, etc. that could hr 
posted at different places in the school, and to devise symbols for the.., 


17.5 Games and their rules 

Use of may, may not, can, can’t, must, mustn’t to define rules- free 
composition of sentences; oral or written. 

Procedure: Choose a game that the students all know. Write up on tin- 
board some basic facts about it: the number of players, objective 
equipment, amount of time and space needed. Give some basic- 
vocabulary essential to a description of the game. Then invite students 
to list Its rules, using modals such as may, may not , can, can’t, must, 
mustn t. They may write down rules and later read them out, or go 
straight into oral suggestions. 

Variations: Divide students into groups, and give each group a different 
(well-known) game; ask them to write down (as a group) as many rules 
as they can think of in ten minutes on a sheet of paper. They then 
exchange papers, and correct and add to each other’s lists. And so on 
unt. al groups have seen all papers. When you have checked the 
results these may be copied out and displayed. 

It you have a class of students from various different background 
cultures, then each can write about games from home that they think 

other students may not be familiar with; then describe them to each 
other. 

Imaginative students may be asked to make up their own games- 

original types of races, or competitions based on school or domestic 
activities. 
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I / !• Advice for a novice 


(I,. ..l ill kinds ot mudals to give advice; composing affirmative, negative 

... l mi. nog.iiivc sentences; oral and written. 

JVm, rillin': Ask students to write down any advice they would give a 
student or teacher - entering the course, or the school, for the first 
,,m. the kinds of things they should or shouldn’t do, or must or 
niu /n’t do. 

You must come to work on time. 

You shouldn’t make private phone calls on the office phone. 

I |elp individuals with new vocabulary as needed. Then hear their 
suggestions, list them on the board, and decide with them which are the 
most important three — or five — pieces of advice. 

V.mations: Ask each student to tell you one field of interest, or hobby, 
.it profession, which he or she knows quite a lot about and could give 
ulvice on; write it on the board, by the student’s name. Then each 
student chooses two or three of these topics that they know little or 
nothing about, but are interested in, and prepare some questions to ask 
about them. Questions might begin with phrases like: 

Must I ... ? 

Can one ... ? 

Should I... ? 

Might you ... ? 

You may, of course, prescribe in advance which modals, or which 
phrases, you want the questions to be based on. 

After about ten minutes of preparing questions, students then go to 
the ‘experts’ in the class to find out the answers; each one will be both 
asking (as ‘novice’) and answering (as ‘expert’). 

Later, students describe, orally or in writing, interesting things they 
have learnt about the various topics. 


17.7 Duties and privileges 

Use of can, may, can’t, may not, must, mustn't, don’t have to, should, 
shouldn’t, to define duties and privileges; free composition; general 
discussion as follow-up. 

Procedure: Tell the class to imagine that they are responsible for finding 
a suitable candidate to fill a position they know something about: a 
new teacher or student, a school secretary, for example. They have to 
write out an informal job description which might serve as a letter for 
circulating among likely candidates, or as a basis for interview. The 
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;lT;r . . incl " d ' *« *« «■***** „i mk 

Vou must be on duty at least seven hours a day. 

You can/may have a company car. 
and qualities or qualifications that the candidate should have: 

You should have a friendly, warm personality. 

You must be able to drive. 

jZ d °S md ' Vlduall y or in small groups, pooling their idea, 
later. I he resulting description may be written ud and divnl, i 
and/or furnish a basis for a general discussion ? 
ariattons: For homework, students write about the duties and privi- 
leges of a job they are familiar with: what they do themselves as a 
profession, or one of their parents or other members of the family do’ 


17.8 Dilemmas 

free dicu^onlrllnt ” “ P "“ P ° SS ' bili,) '’ ° bli8atio "- 

Material 5 : A situation either described in language (spoken or written) 
or depicted m graphic form. For example: a moral dilemma o l 
kind, or a survival situation. Some examples are given in Box SO or 

ehe U advi“ clmn'T “f 'rT/" B ° X 2S ■ 106 - letters fr’on, 

PrnZT d °f English-language magazine. 
rocedure: Present the situation, and make sure it is clear to all 
s u ents. Ask them to brainstorm comments, suggestions or questions 
m order to suggest possible, advisable or necessary courses of Son 

IhoJldn* t0 £? USCd may be d ‘ Ctated in advance: must or have to 
mpv r\° Ugh ' T y ’ might or could - ° r the formulation of ideas 
anyway t0 ** StUdentS: the task wiU tend generate modals 

You may present the activity as a simple brainstorm and accent 
suggestion as a possibility, or try to find one ‘best’ solution P Y 

7 u Ask L hC students to role-play the situation in small groups- 
one of them is the person with the problem, the other member! of the 

,he — d ““ ibe tba <£3!£. £ 

eafh n(Tr7 k ' S, “ demS may beasked IO wriK a or two on 

detail AT.,! S, “l t,ons ' or the possibilnies of one of them”" 

for example ° *' ^ may di “ aK ' h ' klnd » b« 

What should I do? 

What may happen? 
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Dilemmas 


1 Your car has a puncture, and you have just discovered that the 
spare tyre is flat. You are alone on a lonely road; night is falling. 

2 You have noticed your best friend cheating in an end-of-term 
exam. A lot of kids cheat, but you and your friend have always 
been against it, up to now. 

3 Your parents prefer your younger brother to you: they buy him 
more new things, and generally discriminate in his favour. If you 
protest, they get angry. 

4 Your boyfriend/girlfriend said he or she could not come out with 
you this evening because of work; but you've just seen him or her 
coming out of a cinema hand in hand with another girl/boy. 

5 You and your friends are mountain-climbing; you have been 
caught in a sudden thick fog, and are lost. 

6 Your mother has had a stroke and is semi-paralyzed. She hates 
the idea of going into an institution, but needs constant care. You 
cannot afford a nurse, and do not want to give up your job. 

7 Someone close to you, of your age, has got a fatal disease, and 
the doctors say there is no hope. She has asked you to help her 
end her life now. 

8 You have been offered a well-paid job by a rich employer, and 
badly need the money; but people have told you that his business 
is dishonest. 

9 You tried using an illegal drug, for the first time, at a party a year 
ago - hated it- and haven't touched the stuff since. But someone 
who saw you at the party threatens to tell the police if you don't 
pay them off. 

10 A friend, while driving you in his car, hit someone crossing the 
road, and knocked them down. You told him to stop; he said the 
person wasn't badly hurt, and drove on. 

11 You felt really ill last night, and rang your boss. He was very nice, 
and told you to take the day off. Today, you got up late, and now - 
at 10 a.m.-feel perfectly well. 

12 You have put on a lot of weight, none of your clothes fit, and your 
doctor says you must diet. But you feel OK, and enjoy your food - 
also, you have to eat out a lot in your job. 
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17.9 Being polite 


Use of modals to formulate polite requests and offers (Would yoftf 
(mind )... ?, Could you ... .S'/w// etc.); oral interaction. 

Procedure: Discuss briefly the importance of the forms of courtesy, m 
an English-language culture and in the students’ native culture(s). I hen 
present a brief transaction in abrupt, direct commands/questions/ 
comments, for example: 

A: Hey, you! Open this door! 

B: It’s locked. Want me to get the key? 

A: Yeah. Get it. Fast. 

and discuss how it could be made more polite, for example: 

A: Excuse me, would you open this door? 

B: I’m afraid it’s locked. Shall I get the key? 

A: Please, if you wouldn’t mind, as quickly as you can. 

Then divide students into groups of four, give each a situation 
involving getting someone to do something (some examples in Box SI), 
and ask them to compose two similar alternative dialogues. They then 
perform the dialogues to the rest of the class, with appropriate acting. 
The dialogues may, of course, be slightly tongue-in-cheek: the abrupt 
one obviously aggressive, the polite one exaggeratedly deprecating. 
Variations: To make it easier, you may prefer to compose the original 
(abrupt) dialogues yourself in advance, and give them to the groups 
directly - but this makes the exercise rather more mechanical and less 
creative. 

When preparing their dialogues, the groups should decide on an 
exact context (setting and characters); then spectators may be asked to 
try to guess what these are. 
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BOX 51 


Dialogue situations 

1 Gotting someone to lend you some money. 

2 Selling flags for charity. 

A Getting something to eat in a restaurant. 

/I Taking/giving in an assignment. 

•> Asking someone to give back something they've taken. 
() Asking someone to go out with you. 

7 Getting help with lifting something heavy. 

8 Getting a noisy neighbour to be quiet. 

9 Helping a blind person to cross the road. 

10 Asking the way. 

11 Hitching a lift. 

12 Booking a room in a hotel. 


17.10 Then and now 

( ontrasting modals in past and present tenses, affirmative and negative 
(r.g. must/mustn’t/don’t have tolhad to/didn t have to)\ or used to 
contrasted with present; written responses, with oral discussion follow¬ 
up. 

Procedure: Discuss with students how they remember their childhood 
- happier and freer than now? Or the opposite? Then ask them to write 
down four lists of differences between: 

1 What they could do then, but can’t (or mustn’t) do now; 

2 What they couldn’t / weren’t able to do then, but can now; 

3 What they had to do then but don’t have to do now; 

4 What they didn’t have to do then, but must now. 

After ten or 15 minutes of writing (you may need to help with some 
new vocabulary), ask them to read out some of the things they have; or 
they may share their ideas in groups before reporting to the full class. 
Finally, try to reach some overall conclusions; do these fit the impres¬ 
sions given in the opening discussion? 

Variations: The same exercise may be used to practise the quasi-modal 
used to-, students can contrast what they used to do as young children 
with what they no longer do. 
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17.11 Deductions 


Use of modals to express logical necessity or possibility (e.g. wlui 

must/can’t be true, or could have happened)-, written and oral response* 

based on picture cues. 

Materials: Ask as many students as possible to bring to class snapslu .is 
of people in their family. These should show the subject in the proem* 
of doing something - not static portraits. Bring a similar photograph o| 
someone in your own family. 

Procedure: Show your photograph, and ask the class to try to dedin .• 
whatever they can about its subject; 

She must be your mother or sister - she looks like you! 

That house might be in England. 

That can’t be you ... can it? 

When they have exhausted their ideas, tell them the true background to 
the picture. 

Then post their photographs round the class, with a sheet of papa 
under each one, and invite them to go round writing up their 
deductions or conjectures, using the same structures they have just used 
orally. Help individuals where necessary - and contribute your own 
ideas as well. Finally, read out the suggestions under each photograph, 
and ask its owner to give the true interpretation. 

See also: 

4.3 Possible candidates; 

6.6 )ustifying actions; 

20.7 Results of events; 

20.9 By men, by women, or by both. 
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lit Negative sentences 


in. 1 Erasing picture dictations 

Negative sentences in the present based on picture cue; oral. 

/•,„< cdure: Students dictate to you a simple picture - a scene, a person, 
i still-life - which you draw on the blackboard, adding new features as 
they suggest them (as in 16.3 Picture dictation ). Then ask them to take 
the things you have drawn, in any order, and convey to you that they 
are not there, using simple negative sentences (these will often corres¬ 
pond to the affirmative sentences they used in the picture dictation). 
Whatever they negate in this way you have to erase. For example, they 
may have told you originally: 

Alice has a feather on her hat. 
but now someone may say: 

Alice doesn’t have a hat. 

Whereupon you erase the hat (but may leave the feather hanging in the 
air!). This goes on until the board is empty. 

18.2 Combining arrangement 

Simple negative sentences in the present, contrasted with affirmative; oral 

interaction. 

Materials: Two series of pictures of simple items (objects, animals or 
people), numbered, but displayed on separate pieces of paper. Items 
bearing the same number on each list should be similar, but may or 
may not correspond exactly. Where there are differences, these should 
be clear and easily expressed in simple language: a person with 
dark/fair hair, a dog sitting versus a dog standing, etc. There are some 
examples in Box 52; but you can easily make such materials yourself, 
using simple pictures (like those in Box 5, page 56, for example), 
altering where wished with correcting fluid or black pen, and photo¬ 
copying. . , 

Procedure: Students work in twos, each having one or the paired lists, 
which they are not allowed to show each other. Each student takes it in 
turn to describe or define an item, giving its number in the list, and the 
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Other Student repeats the definition .1.« correponds to Ins or he. 

w.th the same number, or contradicts,1 not. I he ob,<H. .s to l.„l. 

it the items with the same number are identical or not. If the student., 
decide they are, they put a tick next to them, ,f not, then cross I I, 
pair of items may need several such exchanges in order to test .1 il„ v 

really are the same or not. For example, the exchange about iten. ,J 

the first pair of lists in Box 52 might go as follows: 

A: Number one is a man. 

B: Yes, it’s a man. 

A: He has black hair. 

b: No, he doesn’t have black hair. (Both students mark number 
one with a cross.) 

It is as well to do a brief full-class demonstration with one or two items 
before letting students work on their own. At the end, check that.. 

the risht places ’ and .. . 

Comment: As with many group or pair work activities, it is worth 
having some other pairs of lists in reserve to give to students who finish 


BOX 52 


Combining arrangement worksheets 
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BOX 52 continued 
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HI I Picture differences 




'iimi'li negative sentences in the present, contrasted with affirmative; oral 
i,i ivutten brainstorm, optional free interaction in pairs as follow-up. 

M.iinitils: Two or more pictures with ten or so minor differences 
hi tween them that should be easily expressed in language the students 
I now. You can use the pairs of pictures in Box 53, or several of those in 
Box 49, page 169. 


ItOX 53 

Picture differences 


Picture 1A 



\\\\\ y 
///// r 
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Procedure: Display the pictures, am! ask students to Imd and .1,1m. 
differences between them, using negative sentences; that is, they must 
define what is not so in one picture (contrasted with what is so m 
another). I his is most easily done in a full-class oral brainstorm; hut h 
may also be done individually in writing, with feedback later. 
Variations: When students are familiar with this procedure, they tn.it 

be divided into pairs, and each given a picture which they are . 

allowed to show one another. They have to discover the ten different, s 
by question and answer, and write these down as negative sentences. 


BOX 53 continued 

i- 


Picture 2A 



Picture 2B 



186 


linx 53 continued 


Picture 3A 




Solutions to differences between pictures 1A and IB. 

1 In picture A the time is 3 o’clock, not 4 o’clock. 

2 In picture A the notice doesn't say DEPARTURES, it says 
TIMETABLE. 

3 In picture B the man in the foreground doesn’t have a suitcase. 

4 In picture B the man driving the truck has no hat. 

5 In picture A the two people on the right aren’t running, they are 
walking. 
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6 In picture B the doors on the left .netTi open, they're shut 

7 In picture B the man in the foreground has no dog. 

8 In picture B there is nobody sitting on the bench under the dock 

9 In picture A the gate to platform 3 isn't shut, it's open. 

10 In picture B the little boy isn't looking at the notice, he’s looking tu 
the right. 

Solutions to differences between pictures 2A and 2B. 

1 In picture A there is no ‘Car Park’ sign. 

2 In picture A the man standing by the road doesn't have fair hair; he 
has black hair. 

3 In picture B the dog isn’t sitting, it's standing. 

4 In picture B the man on the other side of the road isn’t running, he’s 
walking. 

5 In picture A the hand of the man telephoning isn’t in his pocket. 

6 In picture B there is no woman sitting in the car. 

7 In picture B the man standing by the road doesn’t have a tie. 

8 In picture A the car isn’t a taxi. 

9 In picture B there is no word ‘telephone’ on the telephone box. 

10 In picture B there is no postbox by the telephone. 

Solution to differences between pictures 3A and 3B. 

1 In picture A there are no birds in the sky. 

2 In picture B there are no numbers on the number plate. 

3 In picture B the man going into the shop doesn't have a briefcase. 

4 In picture B the woman in the car isn’t smiling. 

5 In picture B the name of the filling station isn’t DRAKE, it’s BROOK. 

6 In picture A, the man standing by the car doesn't have glasses. 

7 In picture A there is no woman behind the cashtill in the shop. 

8 In picture A the man filling the car isn’t wearing a cap. 

9 In picture B the big sign doesn't say TURN OFF ENGINE, only NO 
SMOKING. 

10 In picture B there is no little boy in the back of the car. 


18.4 Questionnaires with negative answers 

Negative responses to set questions, contrasted with affirmative; oral or 
written. 

Materials: Any type of questionnaire based on k yes/no’ questions 
(examples in Boxes 40 and 43, pages 144 and 153). 
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I , .. , ,lnf Siiul «hi .i.Imim *iri dir questionnaires to r.n h other; l ,osl 
„V. answers may be given as 'yes', Inif negatives must be given in lull 
iitemcs. II possible, each student should talk to several other 
students. Hun ask for reports, in the third person, of negative replies 
ih ii were given. 

Marline doesn't mind other people smoking near her. 
fan doesn’t enjoy smoking, 
md try to reach some general conclusions: 

Most people don’t like singing pop songs themselves. 

No one approves of smoking as a habit, 
i >r questionnaires may be done individually, in writing, and answers 
later shared and compared. 

Wiri'itions: You may ask students to elicit both positive and negative 
answers equally, and discuss both kinds of response in your summing- 
up. There will be less concentrated practice of the negative forms, but 
ilie interaction will be easier and more natural, and negative forms 
when they occur will be better contextualized. You will also have 
better opportunities of contrasting these with affirmative forms. 

18.5 Don't say no 

Negative answers to questions; oral. 

Procedure: One volunteer comes to the front of the class, and the others 
fire questions at him or her, trying to elicit the answer ‘no’. The 
answerer must give true answers, but find alternative ways of denying 
or refusing; all answers must be in full sentences (answers like ‘Not 

really’, or ‘Never’ are unacceptable). 

a: Does the President of the United States live in Canada? 

B: The President of the United States does not live in Canada, 
c: Would you like to fail tomorrow’s test? 

A: 1 would prefer not to fail tomorrow’s test. 

‘Yes’, however, is allowed; so students might slip in some ‘yes’ 
questions occasionally in order to lull the answerer’s suspicions. When 
the answerer lets slip a ‘no’, or manages successfully to answer 20 
questions without doing so, someone else takes their place. 

18.6 Guessing without yes or no 

Affirmative and negative answers to questions; brief oral responses. 

Procedure: Half the class chooses an item to be guessed - and defines it 
as ‘animal, vegetable or mineral’. For example, a diamond necklace is 
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mint i.il , .1 cotton shirt is Vgn.iblc’. I he other hull <>l ,|„ , |. (v , ,4 
yes/no questions to try to guess ... Any of the ‘knoweiV may ..nswjl 

but they may not use the words ‘yes’ or ‘no’, only full-senirn.«l 
confirmations or denials: 

A: Can we wear it? 

B: We can’t wear it. 

n™T,e* e » "e gSsseT 8UeSSed ’ ‘ h ' ° th " *“ lf °< *' ■*»<« JI 

°|!T kl 0Sf °t the l" 16 the answers wil1 tend to be negative, until| 

*e°te“"r K ' el,m ' na " d a " d ,h ' v«,. 

Note that there should be a number of ‘blowers’, not just one as m , 
conventional guessing procedure (see Comment to 15.6 Guess wo) 
This is because they have rather more to do (full sentences rather .Inn 

bne yes/no responses) and in order to g.ve more students opport n I 
ties to practise the negative. HF " 

18.7 Discrepancies 

Negative sentences in any tense; oral responses, based on transformation 
of affirmative to negative; optional written follow-up. I 

Procedure: Improvise or read out a story to the students which h is 
obvous inaccuracies or discrepancies in it. Every time they hear .. 
mista e they put their hands up, tell you what is wrong, and give tin- 
correct version. You might take a well-known folk story or someth , 
they have just read from the coursebook. something 

Teacher: Once upon a time there was a little girl called Goldi- 
locks, who had long green hair... 

Student: Her hair wasn’t green, it was golden.. 

Variations: You can base your spoken text on an inaccurate description 
of a picture (pictures in Boxes 28,39, anu 55, pages 106, 141 and 18 5 
wd do) or a picture of yourself, or of one of the students in the class 

unde I ^ 8 ' Ven i" wntmg for homework; ask students to 

underline the erroneous bits in red, and write in corrections below 

what kshluidtet U W r mn8 (USUal ' y 3 negative sentence ) and 
what it should be (usually affirmative). Students welcome the oppor¬ 
tunity to do some red-ink correction themselves! PP 

See also: 

16.5 Reverse guessing (using negative sentences as hints). 


190 


10 


Numbers 


Hi 1 Telephoning 

'.iii}'It:' cardinal numbers; listening comprehension, reading numbers. 

I'mu'ihire: The object is for each student to find out the phone numbers 
..I all the other members of the class. Each student notes down on a 
sheet of paper his or her own number (or invents a fictional one if they 
prefer, or don’t have a phone). One student (or you) begins by 
announcing his or her own number, and ringing up someone else. And 
so on. It is a good idea to repeat each number at least twucc. 

A: This is 06-933761, Mark speaking. This is 06-933761. 

Calling Pauline. Are you there Pauline? 

B: Yes, this is Pauline; my number is 04-224365. Pauline here at 
04-224365... 

Meanwhile all the students jot down the names of those w'ho have 
identified themselves, with their corresponding numbers. At the end, 
check that all the numbers and names are right. 

Variations: Make individual copies of a list of phone numbers — 
preferably the kinds of number combinations students are used to 
locally. There should be the same number of numbers on the list as 
there are students in the class. On each sheet a different number is 
underlined: this is the number of the student who has the sheet. The 
first student, after announcing his or her name and number calls 
another number, at random. The student whose number it is answers 
and calls another - and so on. All students note down numbers and 
corresponding names. 

Comment: Note the need to teach specific telephone-linked expres¬ 
sions, such as the use of Mouble-O’ for k 00\ and conventional openings 
and closings of telephone conversations. 


19.2 Address book 

Simple cardinal numbers in addresses; listening comprehension and 
dictating. 

Materials: In an earlier session, pass round a sheet and ask students to 
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write down their names and addresses (ami, it you wish phom 
numbers) on it, very dearly. Add your own. I atei blank out all 
numbers with correcting fluid. Then make enough copies lor « ■ li 
student to have one. 

Procedure: Students fill in the missing numbers in their own addresses, 
and any others they happen to know. They then go round in pan \ 
rather than individually - finding out from each other, and you, all ihi 
numbers that they lack. When the first students finish, stop the activity 
Read out all the complete addresses yourself, in order to check that 
everyone has them right, and to give people who didn't finish a chain • 
to fill gaps. At the end, they have an address list for keeping in tom h 
with each other. 


19.3 Number dictation (1) 

Larger cardinal numbers: listening comprehension. 

Procedure: Dictate a series of numbers in the hundreds, in random 
order, writing them down yourself as you do so. Go on to the next 
number as soon as the last student has finished writing. How many did 
the class get through in two minutes? Check answers, and then do u 
again with another series of numbers; the class tries to break its 
‘record' for the two minutes. 

Variations: To make it easier, use numbers between ten and a hundred; 
to make it more difficult, go up to the thousands or higher. 

19.4 Number dictation (2) 

Larger cardinal numbers; listening comprehension and dictating. 

Procedure: The first student dictates a number (in the hundreds) to the 
class; everyone writes it down. The second dictates another number, 
which everyone writes down, and adds to the first. As each new 
number is given, it is noted down and added to the previous total. Has 
everyone reached the same grand total at the end? If pocket calculators 
are available, use them. 

Variations: This can be conveniently done in groups of not less than 
five students. 

You can, of course, use bigger numbers, or include ‘minus’ numbers, 
or decimal points, or fractions, if you wish to make the activity more 
challenging. 
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l<l % Numbers that are important to me 

Am numbers, particularly as used in dates: oral interaction. 

l„ncdun>: Ask the students to write down: 

1 A year that was important in their lives (e.g. 198U). 

2 A date that is/was important to them (e.g. January 12th). 

1 A telephone number that is/was important to them. 

q Any other number that has special personal significance. 

One (volunteer) student reads out his or her numbers; other students 
m.ess what the significance of the numbers might be; the student tells 
ilmn what in fact this is. Then the class divides into groups and the 
papers with the numbers on are displayed to all members of the group, 
participants discuss the different numbers and their background 

(Note that this kind of activity demands a certain intimacy 
,„d frankness, and should only be attempted in a class where relation¬ 
ships are warm and informal. Also, students should not have to reveal 
the background of all their numbers if they do not want to: let them 
choose which they would like to talk about. 


19.6 Exam results 

t )rdinal numbers; simple utterances based on number cues. 

Materials: Five separate sheets, each giving information on the results 
of four (out of 20) candidates in exams in three subjects. These results 
are given as placings, not marks. For example, '2 Reg’ means that Reg 
came second. Examples in Box 54. 

Procedure: Students sit in groups of five, each participant having one o 
the sheets. They are not allowed to show each other their sheets, but 
have to fill in the missing information by asking each other questions: 

Who came fourth in English? 
or simply by dictating their information to each other: 

Reg came ninth in English, second in maths, and sixth in art. 

Variations: The groups might work out the average placing of each 
candidate in a final list - and compare results with one another. 

Wrr 
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BOX 54 


Exam results 

i--1- 


List 1 
English 

Maths 

Maths 

i 

i 

i 

List 2 
English 

Maths 

Art 

1 

1 

1 Dick 

i 

1 

1 

1 

2 

2 

2 

i 

2 

2 

2 

3 Ann 

3 Beth 

3 Chad 

1 

3 

3 

3 

4 

4 

4 

1 

4 

4 Eva 

4 Fred 

5 

5 

5 

l 

l 

5 Gary 

5 

5 Eva 

6 

6 

6 

i 

6 

6 

6 

7 Beth 

7 

7 

i 

7 

7 

7 

8 

8 Ann 

8 

l 

8 

8 

8 Gary 

9 

9 

9 

l 

9 

9 

9 

10 

10 Dick 

10 

l 

10 

10 

10 

11 

11 Chad 

11 

l 

11 Eva 

11 

11 

12 

12 

12 Ann 

i 

i 

12 

12 

12 

13 Chad 

13 

13 Beth 

1 

13 

13 Hedy 

13 

14 

14 

14 

l 

14 

14 

14 Hedy 

15 

15 

15 

l 

15 Hedy 

15 

15 

16 

16 

16 

i 

16 

16 Fred 

16 

17 Dick 

17 

17 

I 

17 

17 

17 

18 

18 

18 

I 

18 

18 

18 

19 

19 

19 

l 

i 

19 

19 Gary 

19 

20 

20 

20 

i 

i 

20 Fred 

20 

20 

List 3 
English 

Maths 

Art 

-i - 

l 

l 

List 4 
English 

Maths 

Art 

1 

1 

1 

I 

1 Ned 

1 Meg 

1 

2 Jill 

2 

2 

I 

1 

2 

2 

2 Meg 

3 

3 

3 

l 

3 

3 

3 

4 

4 

4 

I 

4 Meg 

4 

4 

5 

5 

5 

i 

5 

5 Ned 

5 

6 lan 

6 Jill 

6 

i 

6 

6 

6 

7 

7 Kate 

7 

I 

7 

7 

7 Ned 

8 

8 

8 

i 

8 Ora 

8 

8 

9 

9 lan 

9 Leah 

l 

9 

9 

9 

10 

10 

10 

I 

i 

10 Pat 

10 

10 

11 

11 

11 

l 

11 

11 

11 

12 

12 

12 

l 

12 

12 

12 

13 

13 

13 

I 

13 

13 

13 

14 

14 Leah 

14 

l 

14 

14 

14 

15 

15 

15 

l 

15 

15 Pat 

15 

16 Leah 

16 

16 

l 

16 

16 

16 Pat 

17 

17 

17 

l 

I 

17 

17 

17 Ora 

18 

18 

18 Kate 

1 

| 

18 

18 

18 

19 Kate 

19 

19 Jill 

i 

19 

19 

19 

20 

20 

20 lan 

l 

20 

20 Ora 

20 
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ItOX 54 continued 


List 5 


English Maths Art 


1 

1 


1 

2 

2 Reg 

2 

3 

3 


3 

4 

4 


4 

5 

5 


5 

6 

6 


6 Reg 

7 

7 


7 

8 

8 


8 

9 Reg 

9 


9 

10 

10 


10 Stan 

11 

11 


11 Vera 

12 Tony 

12 

Vera 

12 

13 

13 


13 

14 Vera 

14 


14 

15 

15 


15 Tony 

16 

16 


16 

17 

17 

Stan 

17 

18 Stan 

18 

Tony 

18 

19 

19 


19 

20 

20 


20 


Solution 


English 

Maths 

Art 

1 Ned 

1 Meg 

1 Dick 

2 Jill 

2 Reg 

2 Meg 

3 Ann 

3 Beth 

3 Chad 

4 Meg 

4 Eva 

4 Fred 

5 Gary 

5 Ned 

5 Eva 

6 lan 

6 Jill 

6 Reg 

7 Beth 

7 Kate 

7 Ned 

8 Ora 

8 Ann 

8 Gary 

9 Reg 

9 lan 

9 Leah 

10 Pat 

10 Dick 

10 Stan 

11 Eva 

11 Chad 

11 Vera 

12 Tony 

12 Vera 

12 Ann 

13 Chad 

13 Hedy 

13 Beth 

14 Vera 

14 Leah 

14 Hedy 

15 Hedy 

15 Pat 

15 Tony 

16 Leah 

16 Fred 

16 Pat 

17 Dick 

17 Stan 

17 Ora 

18 Stan 

18 Tony 

18 Kate 

19 Kate 

19 Gary 

19 Jill 

20 Fred 

20 Ora 

20 lan 
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19.7 Getting in order 


Ordinal numbers; free discussion. 

Procedure: Put students in a line; then ask them to rearrange themselves 
according to the dates of their birthdays - the one nearest to the first of 
January at one end, the one nearest to the 31st of December at the other. 
Each one should find out which number he or she is within the class — 
third? tenth? sixteenth? Then put them into groups of five to ten 
students and ask them to find as many other ways of ranking themselves 
in order as they can. For example: in ‘length of name’Jacqueline is first, 
Penelope and Jonathan second, Robin fourth, Rate fifth and lan sixth; 
but in ‘distance we travel each morning to get here’, the order might be 
quite different. Then the groups tell each other some of their more origi¬ 
nal ideas for rankings - and the order they put themselves in. 
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Variations: (.roups try to find different reasons for ranking thai will 
give each participant at least one opportunity to he m lust pl.ur 
Groups might simply recount one of the orders that they have found, 
and challenge other groups to guess the rationale behind it. 

Jacqueline is first, Penelope and Jonathan second, Robin fourth, 
Kate fifth and Ian sixth: what are they in order of? 

But obviously this will work only if the necessary background ml. 
mation is likely to be known by all. 

See also: 

8.3 Kim’s game {Variation). 
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20 Passives 


?0.1 Passives in the press 

Passive sentences, all tenses; reading and understanding, expanding brief 

headlines; writing. 

Materials: A pile of English-language newspapers. 

Vrocedure: Give each student a newspaper, and ask them to go through 
the headlines and news reports, highlighting or underlining occur¬ 
rences of passive constructions, and using dictionaries where necessary 
to understand the meaning. If the passives occur abbreviated in 
headlines, they should expand them into proper sentences in their 
notebooks. For example: 

Man struck by lightning in wood 
becomes: 

A man has been struck by lightning in a wood. 

(Often the first sentence or two of the artide will give some indication 
of what the expanded headline should look like.) After 15 or so 
minutes of such activity - during which you can help individuals with 
difficulties in comprehension - stop them, and ask to hear some of the 
items they have found. 

Comment: Some of the items will probably stimulate discussion; a 
good thing, up to a point, but don’t let them get you away from the 
main point of the exercise for too long! 

You may need to teach a little ‘journalese’ when working on 
headlines: the use of infinitives to indicate the future passive (‘Forest to 
be cut down’), and the use of short or abbreviated words for more 
usual long ones (‘Demo banned’). In such cases, you may wish to 
encourage them to change vocabulary as well as expand grammatical 
forms. 


20.2 What is done-and by whom? 

Present passive sentences, with agent; oral and written brainstorm. 

Procedure: Give the students the name of an institution or centre of 
activity that they know of - the school, a sports centre, the local 
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government offices, a theatre, .1 street, .1 hotel, .m airport and .1 I 
them to list all the things that arc normally done at this location. Win. 

up their suggestions on the board. In a hotel, for example, they might 
say: 

Credit cards are accepted. 

Food is eaten. 

Meals are served. 

Guests are welcomed. 

Then ask them to identify by whom these things are done. Each student 
writes down the name of an agent suitable to each sentence (you may 
need to supply some new vocabulary here); then compare and discuss 
For example - by whom are credit cards accepted? By the receptionist > 
Or by the hotel management? 

Variations: Erase or hide what has been written. Can they remember 
and write down the things that are done by ... the receptionist? The 
guests? The waiters? 


20.3 Describing changes 

Passive sentences in various tenses; oral brainstorm; optionally, the 

structure need(s) doing/to be done. 

Materials: Pairs of pictures showing a situation or place before and 
after a set of changes — like those in Box 55, for example. 

Procedure: Ask the students to imagine that the second picture is the 
present and to describe what has been done. Or let them assume that 
the tirst is the present, and describe what they know tvill be done (i.e. 
the second picture). Or they can imagine that they are midway between 
the two, and describe what is in the process of being done in order for 
the situation in the first picture to change into the second. This can be 
done orally or in writing. 

Variations: Showing only the first picture of one of the pairs in Box 55, 
ask students to guess what changes will be made -or, in the case of the 
untidy room, need to be made. Write up all suggestions, then look at 
the second picture: how much did they get right? What did they miss? 

Discuss the local situation: changes that have been made over the 
last few years, things that are going to be done in the future. Ask 
students to tell you the changes that seem to them to be for the worse, 
or for the better. Or what they think needs to be done or needs doing - 
will it in fact be done} 
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BOX 55 


Pictures showing changes 
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BOX 55 continued 


r 






200 




_i 


© Cambridge University Press 1988 


ItOX 1>5 continued 


Picture A 


Picture B 
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20.4 Writing up a process 


Use of present simple passive for formal description of process- wrm.-i, 
composition. 

Procedure: Discuss with the class how you would describe a pun J 
involving a series of operations — such as a physics experiment umh| 
the present simple passive, and write up such a description with thnn 
The equipment is set up ... 

A litre of water is heated ... 

Then ask each student to choose one such process he or she is famili u 
with - but perhaps the others are not - and describe it similarly. V,,,, 
may need to supply some new vocabulary, as individuals request u 
After writing out their descriptions, students get together in pairs to 
teach each other about ‘their’ processes, and to check the quality . >| 
their own explanations. Are these clear enough to be followed by i 
layman? When you have checked their descriptions, the more interest 
ing ones can be read out. 

Comment: Note that the passive is not appropriate for the description 
of everyday domestic processes (washing, cooking, etc.), but rather for 
scientific experiments and technical operations. Hence this activity 
most suitable for ESP or EST classes, using ideas drawn from their 
main subjects. 


20.5 What's being done? 

Use of present progressive passive to describe a process going on at the 
time of speaking; brainstorm, oral and written. 

Procedure: Suggest a few things that are being done at the present 
moment within, say, a kilometre radius of the classroom: 

The road is being mended. 

Cars are being driven. 

then divide the class into groups, and ask each group to list as many 
different such activities as they can in five minutes. Which group has 
the most ideas? 
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10 t> Election campaign 

I II. . future passive to express promises: free composition of sentences, 

I in >il iml written. 

IL edure: Tell the students they are preparing part of a candidate’s 
. iinp.ngii for election to a post in either national or local government. 
Wli it sort of things should their candidate promise in order to gain 
voles: what should he or she undertake will be done ? For example: 

The main road in this town will be widened. 

A new school will be built. 

More jobs will be provided for young school-leavers. 

I licit a few such suggestions from the class and write them on t ie 
l,o ,rd. Then divide the class into groups, each of which is supporting a 
d,Ik-rent candidate: they work out a programme of what wth be done it 
iheir candidate is elected, and write it out. Supply new vocabulary as 
asked for, and write it on the board. 

Then the ‘candidates’ (role-played by one member of each group) 
present their programmes, supported and prompted if necessary by 
members of the groups. Finally, one of the candidates may be selected 
by the class in a democratic election (participants are not allowed to 
vote for ‘their’ candidates). 


20.7 Results of events 

p ast or future passive: free composition of sentences, oral or written. 

Procedure: Describe briefly an event which would be likely to have far- 
reaching consequences: an unusually heavy rainstorm; a sudden rise in 
. he birthrate; a flu epidemic. Write a sentence describing the event in the 
centre of the board, in the past tense, and ask the class to suggest what 
they imagine was done by the authorities to cope with it - and any othei 
consequences that can be expressed as passives. Results - and results-of- 
results - are written up as a flow-chart. Thus the sentence: 
























which in turn may Ic.id to: 



. f t,V,ty ma £ done >" sma11 groups; give each group a large 
; heet of paper with the initial event written in the middle, appoint i 
secretary and ask them to suggest things done in consequence and 
draw in the flow-chart. After you have checked, display the results. 

20.8 Defining objects 

Present passive with modals (e.g. It can be done), oral brainstorm. 

Procedure: Choose a simple inanimate object, and tell all the class but 

iVt' S j udents d u escnbe ic b y sa y |n 8 what can be done (or 
mustlshould be done) with it, until the one who does not know can 

guess. For example, an egg might be described by sentences like- 
It can be eaten. 

It must be eaten fresh. 

It can be broken. 

The guesser may also ask questions: 

Can it be boiled? 

Can it be decorated? 
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BOX 56 


Events with far-reaching results 

A Worldwide 

1 A cure found for cancer 

2 Return of the ice age 

3 Explosion of Bomb 

4 Sudden rise in birthrate 

5 Invasion from outer space 

B National 

1 War declared by neighbouring country 

2 Large amounts of oil discovered offshore 

3 Sudden fall in industrial production 

4 Celebration of national jubilee 

5 Doctors on strike 

C Local 

1 Collapse of hotel in centre of town 

2 Heavy rainstorms 

3 New motorway 

4 Olympic Games held here 

5 Flu epidemic 


20.9 By men, by women, or by both 

Present simple passive with agent; brainstorm, oral and written; discuss¬ 
ion follow-up using modals should , can, might with passive. 

Procedure: Ask students to write down five things that are normally, or 
more usually, done by men, five that are normally done by women, and 
five that are normally done equally by both - excluding obvious 
biological functions! (tell them to consider what the situation really is 
in a society with which they are familiar-not what they think it should, 
be!) In groups or in full class, share ideas: do they agree with each 

Variations: Whittle down the list to things that the students more or less 
agree are usually done by one of the sexes rather than the other. Then 
ask them whether they think such situations are justified. Take in turn 
each activity listed, and discuss whether it can/might!should be done by 
a member of the opposite sex - and what the implications are if it is. 
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21 Past perfect 


21.1 Past diary 

Use of past perfect to describe events done by a certain time in the n n.i 
construction of simple sentences based on set cues; oral or written. 

Materials: A diary of daily events, such as those in Boxes 25 and 7 7,/ 
pages 96 and 102; individual copies, or shown on overhead projeao. 
Procedure: Present the diary as representing the events of last week; ihe 
writer is called Mickey. Pick one day; ask the class what Mickey bad 
done by three o clock of that day. Then ask them to look carefully at 
t e schedules of two days (say, Tuesday and Wednesday) Then 
without looking, they should try to write down as much as they can’ 
remember of what Mickey had done by, say, one o’clock on Wednes¬ 
day, and what he or she had not yet done. Check: have they, between 
them, remembered everything? 

21.2 Changes: before and after 

Past perfect contrasted with past simple; construction of written sen¬ 
tences based on set pattern, followed by free oral interaction and writing. 

Procedure: Ask each student to think of some period that made a great 
impression on him or her: a course of study, an impressive trip, some 
kind of edifying (or traumatic!) experience. Then ask them to express 

formul^ 1106 ' r made t0 thCm m 3 sentence > or sentences, based on the 

I had never (or always) ... before, 
and possibly adding: 

But afterwards I ... 

using the past perfect in the first clause and the past simple in the 
second. Give an example yourself, from your own life. Then ask 
students to write down their sentences - as many as possible, to express 
the widest possible implications of their experiences. Supply vocabu¬ 
lary to individuals as needed. K 7 

Then ask a volunteer student to describe his or her experience, and to 
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, v pi .i in to the. lass what dillcrcmes ii made to his or her life using the 
written sentences as a basis, hut amphlying freely. 

\\,nations: Students may tell their experiences to one another in pairs- 
.md then report back to the class in the third person, each student 

describing the experiences of his or her partner. 

I he same may be done in writing, preferably as follow-up to the or. 
ictivity. Ask the students to describe the difference something made to 
their lives, contrasting what they had been/known/felt beforehand with 
their situation afterwards. 

See also: 

i».7 Looking back; 

11.2 Reporting interviews-, 

.12.2 What were you doing last night? (2); 

>6.6 Accounting for moods (assuming the mood was in the past). 
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22 Past progressive 


22.1 What were you doing last night? (1) 

Use of past progressive to describe past period of activity; composition of 
simple sentences based on picture cues; oral with written follow-up. 

PrnrZ ah: P ! CtUreS of simpie ob i ects > as <n Box 5, page 56. 

Procedure: Each student gets a picture and decides what he or she was 

doing (in imagination) at a given time last night-say, at ten o’clock 
the activity must involve the item depicted. Then each student shows 

Di ^ ,CtUre and , says whar he or she was doi >ig- A student with a 
picture of a vase might say: 

1 was putting flowers in a vase. 

One with a picture of a loaf of bread might say: 

1 was making sandwiches. 

cither UdentS thCn haVC t0 find COmpanions - The y 8° round asking each 
What were you doing last night? 

If two or more students find that they were doing activities that could 

® i° ge u htr ’ ? ey ,0 ' n Up ‘ F ° r exam P le > someone who was making 
sandwiches and someone putting flowers in a vase could go together 

they might have been preparing for a party. When most of the students 
are in groups of three or more, they report back to the full class: what 
each one was doing, and what the ‘umbrella’ activity was that 
accounted for their being together (e.g. they were preparing'for a 
party). Can the class find a group for any students who have not 
managed to find one for themselves? 


22.2 What were you doing last night? (2) 

Use of past progressive to describe past period of activity; composition of 
simple sentences based on picture cues. 

Matejh: A set of pictures of simple objects, as in Box 5, page 56 
rocedure: This begins the same way as the previous activfty Each 
student gets a picture, and decides what he or she was doing lastmght 
vo ving the item depicted. But the activity must not be an obvious 
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,,n. I i>i example, someone who has a vase should not say: 

I was putting flowers in a vase. 

Inn something unexpected, like: 

I was drinking wine out of my vase. 

I was selling my vase to a friend for $2,000. 

You may need to supply some new vocabulary. 

I hen each student says what he or she was doing, and justifies it, 
possibly using the past perfect: 

I was drinking wine out of my vase because I had broken all my 
glasses. 

I was selling my vase for $2,000 because I had discovered it was 
made of gold. 

Variations: Gather in the pictures and stick them up on the board with 
blu-tack. Point to each in turn - can the students (not the one whose 
picture it was!) recall who was doing what with it? 

22.3 Are you a good witness? 

I Ise of past progressive to describe given past situation; free composition 

i»l sentences based on picture cue; oral and written. 

Materials: A picture depicting a large number of things going on - a 
scene in a street, for example, or in an airport terminal, or in the 
living-room of a large family. Examples in Box 57; or use published 
materials (see bibliography); or you may find suitable pictures in 
your coursebook. Choose pictures W'hose topics are within the scope of 
your students’ vocabulary. 

Procedure: Tell the students you are going to give them a test to see if 
they are good witnesses or not. T hey will have to look at a scene and 
then recall details in response to questions. Show them the picture for 
two minutes, then hide it and give them a series ol questions to test 

their perception and memory: 

Which way was the old woman facing — left or right? 

Was the baby wearing a hat? 

You can improvise these, and get immediate volunteered responses; 
or prepare them in written form in advance - in which case the 
students write down their answers (in complete sentences) to be 
checked later. 

See if the class can establish who the best witnesses are! 

Variations: In a more demanding version, students are asked to write 
down everything they can remember that was going on in the scene. Or 
they can work in groups, pooling their knowledge and composing a 
written account together. 

The students themselves may provide the original material for 
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BOX 57 


Things going on 
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j||, nRl by selling up ■* living tiihlf.m. (.roups prepare more or less 
.Imhuuk tableaux, hold them stationary lor a minute or two - and 
challenge the other students to recall what was going on. 


'U A When did we meet? 

I ,i progressive to refer to things going on at certain times in the past; 
optionally, contrast with past simple; expanding notes into full sen- 
tcnees; oral interaction. 

Mil,’rials: Four lists of activity schedules, describing a certain day in 
,|,c lives of four different people; optionally, a map showing the places 
referred to. My sample texts in Box 58 go with the map of the 

developed’ island (Box 55, page 199). 

Procedure: Put the students in groups of four, each participant having 
one of the lists and a copy of the map. Take one or two examples of 
nems on the lists, and show the full class how they may be expanded in 

speech. For example: 

Lunch 13.00—14.00 
might be said as: 

I was having lunch from one o clock to two o clock. 

You might ask your students to use only the past progressive; or, if they 
have grasped the contrast, to use the past simple occasionally to reter to 

specific events or to a sequence: 

I came back to the hotel at half past one. 

1 got up and then had breakfast. 

Tell students that each of the four met each of the others in the course 
of the day. They have to find out when and where. Each of them in turn 
should recount what they did (using sentences like the a ove 
examples), while the others listen and try to identify when/where they 
must have met. After everyone has described their day, they may need 
to ask each other questions, which may use either the past simple or t re 
past progressive: 

What time did you leave the Nature Reserve. 

What were you doing at six o’clock / between four and six. 

At the end, each participant prepares a note stating where he or she met 
each of the others, and what he or she, and the other person, were 
doing at the time. Compare and check results. ^ ^ 

See also: 

23.7 Story behind a photo. 
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BOX 58 


Day schedules of four people 


(Staying at Grand Hotel) 
Get up 9.00 

Breakfast in hotel 9.00-9.30 
Visit Castle museum 9.30-11.30 
Swim in sea 11.30-13.30 
Back to hotel 13.30 
Lunch, rest at hotel 13.30-16.00 
Tea at hotel 16.00-16.30 
Leave hotel 16.30 
Walk, Castle beach 16.30-18.30 
Back to hotel 18.30 
Shower and change 18.30-19.30 
Dinner at hotel 19.30-21.00 
Party at hotel 21.00-23.30 
Bed 23.30 


c 

(Lives in town) 

Get up 7.30 

Breakfast at home 8.00-8.30 
Drive to north coast 8.30-11.00 
Survey area 11.00-14.00 
Eat sandwiches in car 14.00 
Continue survey 14.00-16.00 
Drive south via Nature Reserve 
16.00-18.00 
Arrive Castle 18.00 
Make phone calls, hotel 
18.00-18.30 

Dinner at hotel 18.30-20.00 


I Leave hotel 20.30 i 

i Drive home 20.30-21.00 • 

Television 21.00-23.30 1 

Bed 23.30 1 

I i 

1 -- 
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i (Staying in tent, Castle 
1 Beach camp) 

I Get up 7.00 
i Swim in sea 7.00-8.00 
1 Back to camp 8.00 
Breakfast 8.00-9.00 
Walk to Nature Reserve 9.00-13.00 
Reach Nature Reserve 13.00 
Picnic lunch by river 13.00-14.00 
Fish in river 14.00-17.00 
Tea at Nature Reserve Cafe 17.00 
Hitch lift to Castle beach 
17.00-18.00 

Walk to camp via beach 
18.00-19.00 

Supper at camp 19.00-20.30 
Sing-song at camp 20.30-22.00 
Bed 22.00 


D 

(Living on yacht) 

Reach north coast of island 4.00 
Sleep 4.00-10.00 
Breakfast 10.00-10.30 
Land 10.30 
Explore coast on foot 
10.30-12.30 
Back to yacht 12.30 
Sail round west coast 12.30-15.00 


Go up river (motorboat) 

15.00-16.30 

Go back down river 16.30-17.30 
Back to yacht 17.30 

Sail south, to Castle 17.30-20.30 i 

Eat, shower, change 20.30-22.00 I 

Go to hotel party 22.00-24.00 l 

Back to yacht, bed, 24.00 1 


I 

- i 
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Past simple 


/ i 


|3.1 Listening to stories 

11 ,r (>t past for narrative; listening comprehension and slot-filling; oral. 

Procedure- Tell the students a story - improvising from skeleton 
notes, or reading out from a text (see bibliography for recom¬ 
mended sources). The story should have plenty ol action, and be 
easily comprehensible to the students. Get them to focus on past 
lurins by asking occasionally for a translation of an irregular torm, 
or by stopping and getting them to supply the verb - but not so often 
,s to interfere with overall ‘pace’ or comprehensibility. After you 
have finished, ask them to recall some of the sentences in the past 
ihat were mentioned in the story — using one-word cues to jog their 
memories. 

( mmnent: You do not have to finish a single story in one session; use 
longer stories, or complete books, and read them in serial form, a few 
minutes each lesson. 


23.2 Piling up events 

[ Ise of past for narrative; repetition and construction of simple sentences 
based on given past forms; oral, with optional written follow-up. 

procedure: Give each student a verb in the past tense (‘sat’ or ‘stood’ or 
‘gave’). Then start a simple chain of events with the sentence: 

Yesterday 1 went to town and I bought a loaf of bread ... 

The first student continues, repeating your sentence but adding a 
further clause including his or her verb: 

Yesterday 1 went to town, I bought a loaf of bread and 1 sat on a 

park bench... 

The second continues likewise: 

Yesterday, I went to town, I bought a loaf of bread, 1 sat on a 
park bench, and I stood at the bus stop ... 

And so on, until all the students have contributed, or until the chain 

becomes impossible to remember. 

Variations: Immediately after finishing the above procedure, ask 
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students to write down as mu< h as they > an ret ..II of tlx linal . I, 
possibly working in pairs or groups to help each other rememba 
Instead of giving verbs in the past tense, give them in the 'base 1 for m, 
so that they have to supply the past form themselves. Or simply In 
them choose their own - either in advance, or on the spur ol i It, 
moment. 

23.3 Chain story 

Use of past for narrative; composition of sentences based on given past 
forms; oral, with optional written follow-up. 

Procedure: Give each student a single past form (‘thought’ or ‘spoke’ 01 
‘went’). Begin improvising a story - for example: 

Once upon a time there was a very old fisherman who lived in 
cave near the sea. Every day he went out in his little boat to 
catch fish. One day there was a terrible storm... 

When you stop, a student has to continue, bringing his or her past form 
into the story. For example, if it was ‘thought’, he or she might say: 

... and he could not go out to sea in his little boat. ‘What can I 
do?’ he thought , ‘if I don’t catch any fish, I won’t have any 
money, or any food ...’ 

And on to the next student, until all have contributed, and all pasi 
forms have been woven in. Unlike the previous activity, students do not 
have to repeat what the one before them has said, and their contri¬ 
butions can be much longer and more elaborate. 

Variations: Students may be given simple base forms of the verb, and 
derive the past forms themselves for putting into their ‘instalments’. Or 
they may get (or choose themselves) other kinds of words not 
necessarily past forms - a good way of practising recently-learnt 
vocabulary. Or they may be given pictures which they have to use as 
illustrations to their contributions. 

You may wish to write the whole story on the board. This slows 
things down, but focuses attention on correct forms, and adds the 
written dimension. 

The original graphic or written cues can be used after the end of the 
narration to stimulate recall of the various contributions: 

Who remembers what bit of the story included the word 
thought ? 

Who remembers what happened at this picture? 

- a memory test which also provides extra review of the material. 

The same activity can be done in class in writing. Each student 
prepares a personal list of about 15 verbs, and keeps it by him or her 
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iliiougluiin the activity < »n ■•■•p.trate P'^‘ «( paper each student 
.. , s',In- opening semen, e ol a story, using the hrst verb on his or her 

|„, „id then passes the paper to a neighbour. On the papers they have 
in ,i ri . t - c ived, students write a continuation of the story (one sentence), 
nsl „g the second verb on their list - and so on, until all the verbs are 
used up. Stories are then read out. 

23.4 Pictures into story 

l Is, of past for narrative; free composition of stories based on picture 

Hues; oral or written. 

Materials: Simple picture stories, like those in Box 59, shown on 
overhead projector or distributed to individual students. You will 
probably find similar material in your coursebook. 

Procedure: Taking the pictures one by one, ask students to narrate, 
orally or in writing, the story they show. They should do this in as 
much detail as possible. They are not, of course, limited to the events 
actually depicted; encourage them to use their own imaginations to nil 
in background information, dialogue, character analysis and so on. 

Supplv new vocabulary as needed. 

Variations: Display only the first picture, get the students to start telling 
the story, and then let them brainstorm ideas as to what happened 
next. Show them the next picture, let them describe the events it shows 
(were their guesses right?), and continue similarly with the later 

pictures. >^ _> ' 
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BOX 59 
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Picture stories 
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l iJCf M/HI'll 


HOX 59 continued 
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BOX 59 continued 



23.5 Putting stories in order 

Use of past for narrative; free composition of sentences based on picture 
cues; oral or written. F 

Matmals: Sets of pictures apparently showing story - but ambiguous: 
could be taken in any order (Box 60) 6 

Procedure: After the students have had some practice working from 
picture stories, as in 23.4 Pictures into story above, put them into 
groups and give each group a set of the pictures - each picture on a 
separate piece of paper. The groups then decide in what order they 
want their pictures to be, and write an appropriate story. If a group 

story 5 Car y ’ ^ PUtS piCtures m another order and writes another 

Each group in turn then reads out a story they have written. As they 
do so, other groups arrange the pictures in the order they think the 
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i, ,i V implies; check they ill have I he nghl order before going on to the 

next story. , 

\\iti,itu)Hs; Is there a ‘best 1 or l most probable order of the pictures. 

I IISCUSS. 

l or homework, give students another set of similar pictures to write 
,i story about. 


BOX 60 


Ambiguous picture stories 
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BOX 60 continued 






23.6 Changes in one's life 

| li, ( ii| pasi to describe personal experiences; free composition of 
leniences, oral and written; discussion. 

I'iih i dure: Ask the students to think of an event in their life that made a 
big difference to them. Start the ball rolling by describing a change in 
sour own life; encourage them to ask you questions about it. Then ask 
lor a student volunteer to describe a similar experience, helping with 
vocabulary where needed. Other students contribute further, until the 
class has had enough. Then ask them all to write down descriptions of 
their ‘change’ experiences for homework. If you wish, and if your 
students agree, some of the resulting essays can be read out later. 


23.7 Story behind a photo 

I Ise of past for narrative; also past interrogative; free discussion, with 

written composition follow-up. 

Materials: In a previous session ask the students to bring to the 
classroom photographs of themselves, or someone they know, taken 
some time ago; and bring one yourself. 

Procedure: Show the students your photograph, and tell them about 
the circumstances in which it was taken, or any other interesting facts 
(in the past) connected with it. Encourage them to ask questions. Then 
invite another student to display his or her photograph and talk about 
it. And so on, round the class. 

Variations: The activity may be based on questions, in the past, about the 
photograph. The owner of the photograph simply states who the subject 
is - and from then on all information is given in answer to questions: 

Where was this taken? 

Did you live there long? 

For homework, ask students to write a brief composition based on a 
similar photograph. 


23.8 What really happened? 

Use of past for narrative; reading out and understanding short sentences, 
followed by discussion. 

Materials: Four grids, each giving partial information about a sequence 
of events involving four characters and certain times, as in Box 61. 1 
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BOX 61 


Story in four grids 


r 


[ Grid A 

i 

l 

i 

i - 

January - 
June 1986 

July - 

December 

1986 

January - 
June 1987 

July - 
December 

1987 

i Alex 

l 

l 

Met Don in 

Chicago, 

February 




I Myra 

1 

1 

l 



Paid $2m 
into New 

York bank, 
March 


[ Don 

i 

l 




Was arrested 
in Paris, 
September 

1 Ken 

l 

1 

1 

1 


Talked to 

Myra in 
restaurant, 
New York, 
September 



l 

1- 

[ Grid B 

i 

i 

l 

i- 

January- 
June 1986 

July— 

December 

1986 

January- 
June 1987 

Jufy- 

December 

1987 

l Alex 

1 

1 

1 

l 




Threw 
himself 
under a train 
in London, 

August 

Myra 

1 

l 


Had baby, 

London, 

November 



Don 

Paid Alex 
$10m, 

Chicago, 

March 




1 Ken 

1 



Was at Don's 
wedding, 
London, May 

•| 

i 

i --- 

L_ 
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|U)X 61 continued 


1 


Grid C 

January - 
June 1986 

July- 
December 

1986 

January - 
June 1987 

1 

l 

1 

July - i 

December \ 

1987 , 

Alox 


Paid Myra 
$1 m, New 

York, August 


i 

1 

1 

1 

Myra 

Stayed in 

Chicago 

hotel, 

January- 

June 



1 

1 

1 

1 

i 

Don 



Married 

Myra, 

London, May 

1 

I 

1 

1 

Ken 




Adopted 

Myra's baby, 

Paris, 

December 

l 

Grid D 

January - 
June 1986 

July - 
December 

1986 

January - 
June 1987 

I 

l 

i 

l 

July- i 

December 1 

1987 1 

Alex 



Met Myra, 

New York, 
March 

i 

l 

1 

Myra 




Fell from 
high building 
died, 

London, July 

Don 


Met Myra, 

London, 

December 


1 

1 

i 

-1 

Ken 

Saw Don 
with Alex, 
Chicago, 
February 



1 

l 

1 

i 

i 

l 


__ 1 
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know ol no similar published materials; but these an- quite c.isn m.l 
fun to construct yourself in a spare hour. 

Procedure: Put the class into groups of four, each group par in ipaul 

having one of the four grids. Without showing their papers.im 

another, they exchange necessary information to fill all the spaces in all 
the grids: 

Alex met Myra in New York in March, 1987. 

What did Myra do in the first half of 1986? 

(You may need to start off with all the class together, showing tin m 
how to fill in one or two of the spaces. However, if they are used in 
information-gap group work this will not be necessary.) 

Then ask the groups or individuals to try to reconstruct the story 
behind the events given: Why did Don pay Alex all that money? Wan 
Myra’s death an accident? And so on. They should write out thi n 
finished thrillers for presentation to the class at the end. 

23.9 Sounds interesting 

Use of past for narrating; free composition of story, based on sound cues. 

Materials: A recorded series of sounds, lasting two minutes or so. You 
can make these yourself, or use published materials (see biblio¬ 
graphy). 

Procedure: Tell the class a recording has been found of a sequence of 
events - but no one knows what really happened. Can they, by 
listening to the recorded sounds, reconstruct the story? Let them listen 
to the sounds two or three times, noting down ideas; then they should 
get together in pairs or small groups and try to reconstruct the story. 
They may want to hear the recording again once or twice as they art- 
working, and will probably need help with vocabulary. Finally, let 
them read out suggestions. 

Comment: You should prepare a suggested interpretation of your own 
to contribute: it is interesting to compare your ideas with those of the 
students. 

23.10 Alibi 

Questions in the past; oral interaction. 

Procedure: Select a scene and time for a crime - say, a bank robbery, at 
a well-known bank in the middle of town, at 11 o’clock yesterday. Two 
students are the ‘suspects’ - they are sent outside and instructed to 
prepare an ‘alibi’ for one another. This means they have to invent and 
be prepared to describe a situation during the period of the crime, in 
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i ,r-i ■ 


v , hu It they were m each other's company and can therefore vouch hx? 

, .HI) other's innocence, for example, they were shopping in a different 
I > ii i ol town, or cycling together in the country. The class, who are the 
di tec lives', prepare a number of questions to ask them: 

Where exactly were you? 

What did you buy there? 

I low much did it cost? 

uni so on. Meanwhile the ‘suspects’ prepare their story to try to 
anticipate all such questions and give exactly corresponding versions of 
iheir alibi. After about five minutes of preparation, the first suspect is 
. ailed in and asked questions about his or her movements and actions 
during the crucial time. Then the second. If they do in fact corroborate 
each other’s stories, they are ‘innocent’; but if there are inconsistencies 
and contradictions, they are ‘guilty’. 

23.11 Cooperative story 

Use of past for narrative: free written composition. 

Procedure: Give each student a large blank sheet of paper, and the title 
of a story, which should include the names of a hero and heroine — say 
Cliff and Sabrina. Each student writes the title and the first sentence of 
the story, and passes the paper to a neighbour. The neighbour writes 
the next sentence in the story, and folds the paper over to hide the title 
and first sentence, leaving only his or her own sentence exposed; so the 
next student to get the story will only see the last sentence. And so on, 
each student contributing a sentence and folding the paper over to hide 
what went before, before passing it on. 

When you (or the class) have had enough, or the papers are full, open 
them up and read out the resulting stories. 

Variations: For less entertaining results but perhaps more satisfying 
writing, let the students leave the papers open the whole time; then 
each student adds his or her contribution on the basis of everything 
that has gone before. 

For homework, ask students to write the story that they would have 
composed on the basis of their own opening sentence. 

See also: 

2.2 Miming sentences with adverbs ; 

2.3 Frequency surveys (using the ‘good teacher’ questionnaire); 

6.7 Looking back-, 

9.8 How will the story end? (using past); 

11.6 Had a good day ?; 

15.5 Common denominator (using past in the original sentence); 

17.10 Then and now. 
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24 Possessives 

(including possessive s and possessive adjectives and pronoun*) I 


24.1 Detectives 

The possessive pronouns mine, yours , his , hers ; oral production of m t 
dialogue. 

Procedure: Send one student (the ‘detective’) outside, and ask another 
student for something that belongs to him or her, but is not easily 
identifiable - a pencil, a standard textbook, etc. The detective comes 
back, is given the object, and asks one of the students: 

Is this yours? 

The student — whether it is in fact his or hers or not — denies it: 

No, it isn’t mine. It’s his. (indicating another student) 

The detective then asks the student indicated, and so on round the 
class; at the end, he or she has to try to identify who in fact was lying 
and is the owner of the object. 


24.2 Family tree 

Use of possessive ’s to indicate relationships; composition of simple 

sentences based on family-tree diagram; oral or written. 

Materials: A diagram of a family tree, presented on the board or 
overhead projector. The family tree may be an invented one, like those 
in Box 62 (or you may find one in your coursebook); or, better, a 
representation of a family the class know of and can relate to: your 
own, one of theirs, the British royal family, a television soap-opera 
family. 

Procedure: Ask students to define the relationship between any two of 
the names, using the possessive’s: 

John is Fay’s husband. 

Jack is Tom’s uncle. 

As they do so, draw in a coloured arrow, from the subject of the 
sentence to the related name: so from the above suggestions there 
would be an arrow from John to Fay and from Jack to Tom. There will 
sometimes be parallel arrows; for example, a parallel arrow going the 
other way will be produced by the sentence: 
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l ay is John’s wife. 

U\ iI k end, every name should be linked to at least two others. 

As .i follow-up, point to any of the arrows, and elicit, orally or in 

writing, the sentence that it represents. 

Variations: Put the students into pairs, and give one of them a tamily- 
iur diagram, the other a blank sheet of paper. The one with the 
di mrarn dictates the names and relationships, improvising sentences 
tro,,, the diagram using the possessive’s as above, so that the other can 
reconstruct it. Alternatively, each student dictates to his or her partner 
lus or her own immediate family. 

In another version, one student is given a blank diagram - just the 
lines, with no names - and the other a list of names and information 
(‘Jack is Fay’s son’). 


BOX 62 

Family trees 

__ 
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BOX 62 continued 

I-- 
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24.3 Whose is it? 

Use of ’s or possessive pronouns or adjectives to indicate possession. 

writing; simple oral utterances based on object cues. 

Materials: One or two small objects from each member of the class; 
each object should be in some way identifiable as belonging to its 
owner: a hair slide from someone with long hair, a sheet of music front 
someone who plays an instrument. Ask students the day before the 
lesson to bring the articles with them to class. 

Procedure: Place the articles on a table in the middle of the room, and 
make sure that all the students know what they are called in English - if 
necessary, write up new words on the board. Then each student takes 
an article and notes down in writing whose he or she thinks it is: 

The hair slide is Tali’s. 

Then he or she returns the article and takes another, and so on, until 
most students have written ten or so sentences. If they aren’t sure, they 
should guess anyway. 

Check answers, using and eliciting possessive pronouns: 

Is this yours, Tali? 

No, it isn’t mine. It’s Anat’s. 

Who got the most right answers? 
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M.4 Distributing goods 


I'l'i'.i! possessive pronouns and adjectives (our, their, ours, theirs ); as a 
* ii i.ition, other possessives; simple oral utterances based on picture cues. 

Materials: Piles of pictures of objects; those in Box 5, page 56, can be 
used, or pictures cut out of magazines. 

Procedure: Tell the class that the objects are available tor use on a 
holiday: ’we’ are going on an active outdoor holiday, whereas ‘they’ (a 
rival class or school) are going on a restful, luxurious one. In groups, 
they have to distribute the objects: 

Is this our camera or theirs? 

This is ours. 

and put them into two piles according to their category. 

If each group has the same set of pictures, then results can later be 

compared. ., 

Variations: The same can be done with other possessives: it two 
holiday-makers have names, then the’s is used; if one is male and one is 
female (unnamed), then hislher/hislhers-, if students are working in 
pairs, then each can take one of the roles, using my/yourlmine/yours. 

See also: 

(for possessive adjectives and pronouns) 

29.1 Reverse guessing-, 

29.2 Eavesdropping. 
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25 Prepositions 


25.1 Finding twins (1) 

Simple prepositional phrases of time and place, and their order (plate 
before time); manipulation of set formula; oral. 

Materials: Individual copies of three-by-three grids, showing altci 
native versions of a sentence that includes definitions of time and place 
examples in Box 63. 

Procedure: Each student marks the particular alternatives he or sin 
prefers, and tries to find other students with the same choices, bv 
asking simple questions based on the text of the grid: 

Are you going to be in town? 

Are you going to be in town at six o’clock? 

Are you going to be in town on Saturday? 

25.2 Finding twins (2) 

Use of simple prepositions of place to describe a scene; short oral 
responses to picture. 

Materials: Sets of pictures as in Box 49, page 169: about 30 pictures 
which all look similar, but each picture has only one exact ’pair’. Most 
of the differences should be differences of position, e.g. the apple is on 
the table or in the tree. For instructions how to make such pictures, see 
16.4 Find a twin picture , page 168. 

Procedure: Each student gets one card, which may not be displayed to 
anyone else, and tries to find its ‘twin’ by going round and talking to 
other students, describing or asking questions about the content of the 
cards. The kinds of sentences used in these transactions may of course 
be prescribed in advance: 

A: Where is your cat? 

B: My cat is under the table, 
or, more simply: 

A: The bird? 

B: In the tree. 

If you have enough pictures, the first students to find ‘twins’ may be 
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nrpiniMimi 


IlOX 63 

Preposition grids 


I am going to be ... 


in town 

at midnight 

on Saturday 

near here 

in the afternoon 

on May 1st 

in the country 

at six o'clock 

on Tuesday 


I spent a day ... 


in London 

on a Monday 

in 1985 

at the sea 

on a Thursday 

in 1987 

in Scotland 

on August 20th 

in 1986 


(C) Cambridge University Press 1988 


issued with new ones, until they run out. Then students who have 
finished help those who have not. 


25.3 Guessing locations 

Prepositions of place in ‘yes/no’ questions; oral interaction. 

Procedure: Tell the students you have hidden an imaginary treasure 
somewhere in the classroom, and invite them to guess where: 

Near the window? 

Behind the blackboard? 

Tell them when they are getting ‘warmer’ or ‘colder’. Then let one of 
them choose where the next ‘treasure’ is to be located. 

Variations: The ‘treasure’ may be located outside the classroom; 
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wherever you like, in fact. Ilie more detailed the lo«.. ( c .g. 'unde. 

book on the shelf by the window in the library 1 ) the more lengthy tlu 

guessing process will be, anil the more prepositional phrases will b< 
used. 

To make it more realistic you could actually secrete a (symbolic) 
item in the locations you choose - but I find that this is usually more 
trouble than it is worth; and younger classes often cannot resist the 
temptation to get up and look instead of asking! 

25.4 Describe and arrange 

Prepositions of place in instructions; oral interaction. 


BOX 64 


Buildings to describe 
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Materials; Sols • d I < go blocks or Cuisenaire rods of varied sizes and 
inlnurs; each student has an identical set. 

Procedure: (live students instructions how to arrange the components: 

Put the yellow rod across the black rod ... 

Put the red brick behind the white brick ... 

Then in pairs: one student arranges his or her materials in a pattern the 
other cannot see, and then gives instructions how to lay them out. At 
the end they check they have the same pattern. 

Variations: Using only one set of materials per pair: the student giving 
the instructions gets a sketch of the desired layout instead of building it 
him or herself, and dictates from that. Examples in Box 64. It severa 
copies of each sketch are made, they can be exchanged each time, until 
every pair of students has done as many as possible in the time. 


BOX 64 continued 
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25.5 Where would you like to live? 

Use of prepositions of place or direction to locate points on t nn«p| 

writing and oral interaction. 

Materials: Individual copies of a fairly large-scale map of .in mI m. 

rural area; you could use the island map in Box 55, page I‘to, ,,, ||,* 
road map in Box 33, page 128; or a map of your own local area 

Procedure: Tell the students where you would like to live, if you could 
choose, in the area on the map: 

I’d like to live in the Nature Reserve, by the river, on the nclii 
bank. 

Then ask each student to write down a description of where he or In 
would like to live; they must pinpoint the location by using at lean 
three prepositional phrases. You might help by suggesting prepositions 
they could use: near, by, on, in, under, opposite, beside, above, below, 
not far from, in the middle of, at the foot of, at the top of, at the end < >/, 
etc. 

They mark in on the map their chosen place to live. Then they fin.I 
out where other students live, by hearing their descriptions of tin 
location, and mark these in also. 

Variations: Instead of describing the location, students can direct eai h 
other to their homes, starting, say, from the bottom left-hand corner ol 
the map. The prepositions then will be ones of direction and move 
ment: to, into, past, by, along, over, under, down, up, up to, as far as, 
across, through, via, beyond, etc. 

Discuss: who lives near whom? What kinds of places do most 
students live in? Why did people choose to live where they do? 


25.6 Can you remember? 

Prepositions of time and place, and the ordering of prepositional phrases; 

construction of sentences round set pattern; oral and written. 

Procedure: Can the students recall the exact place and time of an event 
in their lives? For instance, many older people can remember exactly 
where and when they heard that President Kennedy had been shot. Ask 
students to write down the event, and the exact place, hour, day and 
year. It can be something quite recent. Then each student in turn tells 
the others the time and place, and gives some kind of hint; and they try 
to guess what the event was. For example: 

In my home at two o’clock in the afternoon, on a Saturday in the 
autumn of 1973 ... something rather frightening happened to 
me. 
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I h,s t flt, be done m lull iUs, oi «» small groups. II the latter, ask 
..indents later to tell the lull class what each other s experiences were. 
V 2 ,I laving noted down the time and place, students can simply 
.ecount their experiences without asking others to guess. Or they can 
H do the same as an essay for homework. 

See also: 

t . 1 Cooperative poem-, 

16.3 Picture dictation. 
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26 Present perfect 


26.1 The news (1) 

Use of present perfect to present current news; listening comprehend. 

and writing from dictation. 

Materials: A recording of an English-language news broadcast, prefi, 
ably recent. Listen to it yourself in advance of the lesson and note down 
all examples of the present perfect. 

Procedure: Play the recording to the students, and make sure they have 
understood the main news items, explaining new vocabulary .r. 
necessary. During a second and third listening they should try to j«.i 
down instances of present perfect forms as they hear them. Che, l 
results, and discuss content. 

Variations: ^ For homework, the students might try to write a news 
bulletin of local (or school) current affairs; when you have checked u 
they could record it. 


26.2 The news (2) 

Use of present perfect (especially passive) to present current news' 
reading comprehension, and expansion of brief headlines into full 
sentences, in writing. 

Materials: A pile of English-language newspapers. 

Procedure: Ask the students to look through the headlines and first 
sentence or two of the news reports. They should underline - or 
highlight with fluorescent pens - headlines which they think imply a 
present perfect (they may need help with understanding some of the 
vocabulary). For example: 

Chairman told to quit. 

They should then expand these into full present perfect sentences (often 

the first line or two of the article itself will show them how this should 
be done): 

The chairman of Brown & Smith Ltd has been told to resign. 
Later, hear and discuss their examples, or take in for checking 
Comment: You may need to teach a little ‘journalese’ (for example, the 
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ii, <il shun words Id ■ >imt in headlines tor the more usual resign), or 
ii least explain such usages when they come up. The expansion of 
|„ .dimes may therefore entail some corresponding changes of vocabu- 
I „y, from ‘journalese’ into ‘normal’ English. Also note that headlines 
in the present perfect are often explained by sentences in the past 
unple m the following detailed report, as the writer details times and 
places; this is perhaps worth pointing out to your students - a good 
opportunity to illustrate the difference in meaning between the two 

aspects. 


V6.3 Find someone who ... 

11 sc of present perfect with ever and never ; questions and answers based 
on set cues; reading and oral interaction. 

Materials: A set of cards or slips of paper, each of which has a task on it 
beginning: ‘Find someone who \ plus the present perfect. For example: 
Find someone who has been to Disneyland. 

Find someone who has had a car accident. 

There should be about ten different tasks, each one duplicated three or 

four times. Examples in Box 65. 

Procedure: Describe a task similar to those on the cards: 

Find someone who has ridden an elephant, 
and ask round the class: 

Have you ever ridden ... ? 

until you find someone who has, or until it is apparent that nobody has. 

Write up on the board: 

Karen has ridden an elephant, 
or: 

No one in the class has ever ridden an elephant. 

Then tell them to take a card each, and try to find someone in the class 
who has done the action indicated on it, by going round asking each 
other questions beginning ‘Have you ever... ?’ They should then note 
down the result in a full sentence, like the one you wrote on the board, 
and take a new card. How many answers can they find out and write 
down? This is a competition, so they are not to give away the answers 

to each other as they find them out! 

Check the answers at the end, by asking publicly for an answer to 

each task: 

Has anyone ever... ? 

Participants get one point for each acceptable answer. Anyone who 
writes for any item that nobody has ever done it, when in fact there is 
somebody in the class who has, loses a point. 
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BOX 65 


Find someone who .,. 

I- 

[ 1 Find someone who has had a car accident. 

J NAME: 

I 

i JM 

| 2 Find some who has written a letter to a newspaper. 

[ NAME: 

1 3 Find someone who has read A Tale of Two Cities 

1 NAME: 

I 

i 4 Find someone who has eaten a frog. 

1 NAME: 

i 

i- 

i 5 Find someone who has slept in a cave 

i 

' NAME: 

i 

i 6 Find someone who has been to Disneyland. 

i 

i NAME: 

i 

, 7 Find someone who has spoken to a famous person. 

i 

i NAME: 

i 

1 i 

8 Find someone who has done all their homework this term, 
i NAME: ! 

i i 

l I 

i 9 F,nd someo ne who has spent more than a month in hospital. i 
| NAME: 

I_ i 

-1 


238 


UOX 65 continued 


10 t ind someone who has driven a tractor. 

NAME} i 

_____ ________ —I 

it i( ambridge University Press 1988 


26.4 What has/hasn't happened 

Use of present perfect to describe what has led up to present situation; 

also, present perfect with not yet ; oral brainstorm. 

Materials: Two pictures showing a situation before and after changes 
(Box 55, page 199). 

Procedure■ Ask students to brainstorm what they think has not yet 
happened in the first picture, relative to the second; or what has now 
happened in the second. The same may be done in writing. 

Variations: Use only one picture, showing a more or less dramatic 
situation, as in Box 28, page 106. Students describe what has happened 
to produce the situation depicted. Then ask them to continue with 
what they think may happen, but has not yet happened. Again, the 
same may be done in writing. 


26.5 Oh! 

Use of present perfect to describe past events leading up to present 
situation; construction of simple sentences based on brief verbal cues; 
oral or written. 

Procedure: Give the students a series of exclamations (‘Oh!’, ‘Ah!’, 
‘Great!’, etc. — more examples in Box 66), and ask them what they 
think has just happened to make the speaker say them. For example, 
‘Oh!’ might mean that; 

She has had a surprise, 
or: 

He has just remembered something. 

They might brainstorm their ideas orally, or write them down. 11 
possible, record the exclamations, or say them, rather than giving them 


239 








































ill writing; tins gives the extra dimension of intonation, and maki . iln 
meaning clearer. 

Comment: Note that the material on which this activity is based is vety 
culture-linked; similar exclamations may occur m the students' n.itiw 
language, with totally different meanings. You can make the luiglisl. 
meanings clear by the use of intonation and facial expression; 01 you 
may have to explain some of them verbally. 


BOX 66 



1 

1 

Exclamations 


1 1 Oh! 

11 Great! 

21 Thank you! 

, 2 Ah! 

12 Well? 

22 No, thank you! 

1 3 Oh good! 

13 Sorry! 

23 Rubbish! 

• 4 Damn! 

14 No! 

24 Thank goodness! 

5 What on earth?! 

15 Yes! 

25 Touch wood! 

, 6 My God! 

16 Yes? 

26 Good luck! 

i 7 Oh dear! 

17 Hallo! 

27 Bad luck! 

i 8 What? 

18 Hallo? 

28 Congratulations! 

9 Stop it! 

19 (sigh) 

29 Cheers! 

[ 10 Ow! 

L_ 

20 Welcome! 

30 Goodbye! 

© Cambridge University Press 1988 



26.6 Accounting for moods 

Use of present perfect to describe events leading up to present situation; 

oral or written brainstorm, based on given sentence pattern. 

Materials: A set of pictures showing people in different moods; indi¬ 
vidual copies, or one set large enough to be displayed to the full class 
(Box 67). 

Procedure: Go through the pictures with the students defining with 
them the apparent feelings of the person depicted (‘worried 
surprised ... exhausted’) - you may have several possibilities for each 
picture. Then take one picture, and ask them what they think has 
happened to make the person feel this way. 

She is worried because her young son has not come home yet, and 
it’s very late. 
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Write up .« lew sngg. ... mi the board. I'lu-n let them do the same in 

writing l«>i oilier piituics, working individually or in pairs. They do 
not need to take the pictures in any rigid order: let them choose 
whichever ones they want, and do as many as they can in the time. 
Then hear and discuss results. 

\ aviations: The same may be done in writing for homework. 


BOX 67 

Moods 












































































































































BOX 67 continued 
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76.7 Things l»nv«* changed since then 

11st* <»! present perfect to define happenings or processes during a period 

1111 to the present; oral brainstorm. 

Procedure: Describe to the students some of the impressive things that 
have happened in the world in your lifetime: 

Man has landed on the moon. 

English has become the most important international language. 
Ask the students if they can think of things that have happened or 
changed within their own memories. Help them by suggesting fields ol 
activity: what has changed in ... fashion? means of transport? eating 
habits? the arts? the political scene? sport? science and technology. 1 ' 
After finding a few examples together, as a full class, they may continue 
in groups, pooling and discussing results later. 

Variations: Suggest that students talk in the same way about changes 
that have taken place in their own lives, say in the last ten years: 

I have been to China. 

I have learnt how to swim. 


26.8 I have lived here for... 

Use of present perfect or present perfect progressive to describe a past 
state or process extending into the present, with since or for, writing and 
oral interaction. 

Procedure: Ask each student to write in their notebook four to six 
(true) facts about themselves in the present tense; for example: 

1 am married. 

1 live here in England. 

I am feeling tired. , , , 

Write on the board one or two such facts about yourself, and add 
present perfect sentences showing how long these facts have been so: 

I have been married for ten years. 

Then give out slips of paper, and tell students to write on each slip one 
such present perfect (or present perfect progressive) sentence for each 

of their own sentences. 

I have lived here for a year. 

1 have been feeling tired since 1 got up this morning. 

Take in the slips of paper, and put them in a pile on your desk. 

Tell the students to choose one slip of paper each and guess who 
wrote it - if they have no idea, they should make a random guess 
anyway; and write down what they think. 
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like- has been married loi six year.. 

Jehan has always been blonde. 

Then they put back the slip they have just read, and take anoilu i m.nl 
most of them have looked at and guessed the authors of about ten to I • 
slips. Finally, go through the slips eliciting the correct answt i ,, Imw 
many did they get right? Who got most right answers? 

26.9 The right experience for the job 

Use of present perfect to express past events with relevance for prc-.i m 

situation, optionally, use of modal phrases should have, need not have, 

reading and free discussion. 

Materials: Individual copies of the curricula vitae of four candidates I. ■■ 
a job, showing their past experience - things they have done (examples 
in Box 68). 

Procedure: Give the students the texts, and tell them that the people 
described are candidates for a specific job — teacher in this school, foi 
example (some more suggestions at the bottom of Box 68). Go through 
the texts, if necessary, explaining any difficult vocabulary. Students 
then discuss who they would choose for the job on the basis of relevant 
past experience and their own judgement; this can be done either in lull 
class or in small groups. 

Variations: Divide the class into small groups, and ask each one to 
draw up what kinds of experience they think the successful candidate 
must/should have had, or need not have had. They then judge the 
candidates on the basis of their recommendations. 

In another variation, only one group does the above; each of the 
others prepares a curriculum vitae for ‘their’ candidate, stating past 
experience, in a form similar to that shown in Box 68. The group which 
has drawn up the recommendations then hears the qualifications of the 
different candidates and chooses one. This may be done through 
role-play; one representative from each group is the ‘candidate’, and is 
interviewed by the selection committee. 


244 


ItOX 68 


Candidates for a job 


JOCK, aged 30 1 

13.A. in social studies. 

I las spent a year working his way round the world. 

Has spent six years teaching economics in state school. 

Has written a highly successful novel about teachers. ( 

I Has lived in a back-to-nature commune for two years. , 

i Has been married twice - now divorced. Two children. ( 

1 Has been running local youth group for three years. , 

i 

1 BETTY, aged 45 i 

Has been married for 24 years, three children. i 

Has not worked most of that time. 

Has done evening courses in youth guidance. 

Has spent the last year teaching pupils privately for state exams - with i 

i Has been constantly active in local government - has been elected to ( 

i local council twice. | 

i i 

• ROBERT, aged 27 i 

1 Has never been married, no children. i 

' Has served a term in prison - killed a man in a drunken fight; but has , 

committed no further crimes since release two years ago. , 

1 Has recently become a Catholic, regularly goes to church. i 

[ Has been working in school for mentally retarded in poor area - has been i 

recommended by principal of the school, 
i Has followed no course of formal study. ( 

i I 

i CLAIRE, aged 60 , 

i Has been married, husband now dead, no children. , 

i Has been a teacher for 35 years, mostly teaching English abroad. , 

1 Has lived many years in the Far East (husband was diplomat). | 

1 Has taught English in British Council school in Singapore and Hong Kong. , 

1 Has been Principal of British School for girls in Kuala Lumpur. i 

Husband died two years ago; since then has been in this country, doing 
! voluntary youth work; has recently completed Diploma in Youth i 

i Counselling. _, 

©Cambridge University Press 1988 

POSSIBLE JOBS 

‘Buddy’ (companion) for AIDS victim 
Probation officer (training provided) 

Children’s nurse in orphanage 

Teacher in special school for disturbed teenagers 
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27 Present progressive 


27.1 Remembering pairs 

(‘Pelmanism’, 'Memory game’.) Brief present progressive sentences with 

subject pronouns; oral responses to picture cues. | 

Materials: Sets of small cards made up of matched pairs of idcnti. il 
pictures E ach pan depicts a person or animal doing some easily 
idennhed action: a man/woman/dog running, for example, or i 
girl/boy/cat eating. There should be at least 20 pairs. Box 69 shows Hi 
such pictures, which you will need to copy twice to get the pairs; or y.... 
can make cards from published materials (see bibliography). 

Procedure: Students work in small groups of not more than tom 
participants. Each group has a set of cards, which are randomly 
distributed before them, face down. The first participant turns over am 
two cards and describes the pictures revealed in brief present progress 
ive sentences: 

He is running. 

She is eating. 

They are fighting. 

then replaces them face down. This process is repeated, in turn, by the 
participants, the aim being to remember where the different cards were 
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|.„ 4 trd and i«> ..ip a matching pair which then becomes the 

in opei t y ol the one who I omul them. I he winner is the one who has the 
most pairs at the end. 


BOX 69 continued 


r - -i ---1-t- 1 
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27.2 What's going on? 


Use of present progressive to describe action-in progress; oral m wim. t 

brainstorm based on picture cue. 

Materials: A picture showing a large number of things going. <>n ,» 

street scene, for example, or a family living-room. You can use di< 
examples shown in Box 57, page 210, or published materials 
bibliography); or you may find suitable pictures in your com sc b.. I 
In any case, the things shown in the picture should be within the scopfl 
of the students’ vocabulary. The picture should be large enough m 
display to the entire class - or each student may be given a copy. 

Procedure: Ask students to brainstorm all the things that they can sen 
going on in the picture: 

The policeman is talking to the driver. 

The woman is drinking coffee. 

This can be done orally; or in writing, sharing results later. Can they 
find 20 things to say? How many activities can they identify in km. 
minutes? 

Variations: Show the picture for a minute or so, then hide it and .e.l 
students to write down all the things that they can remember are going, 
on. Check against the picture. The same can be done as a group 
competition: which group has remembered the most activities? 


27.3 Guessing mimes 

Use of present progressive to describe action-in-progress; reading and 

oral guessing. 

Materials: Simple sentences for guessing, using the present progressive: 

You are opening a tin. 

You arc making a cup of tea. 

You are watching a comedy on television. 

More examples in Box 70. 

Alternatively, similar situations depicted in drawings. 

Procedure: One student is given a cue-card, and mimes its content for 
the rest of the class to guess: 

Are you holding something? 

Are you opening something? 

Comment: It is important in such activities to make sure that not too 
much time is spent only on silent mime. The students should be 
encouraged to keep guessing during the mime. 
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nesatt prnftressivt' 


UOX 70 



Mimes 



1 You are opening a tin. 



2 You are making a cup of tea. 



3 You are watching a comedy on television. 



4 You are trying to catch a mosquito. 


-* 




5 You are reading a very sad story. 






6 You are crossing a busy road. 



7 You are acting in a Shakespeare play. 



8 You are waiting for the dentist. 



9 You are eating a very hot curry. 



10 You are changing a baby's nappy. 




-J 
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27 A What does it sound like? 

Use of present progressive to describe action in progress; oral brain 

storm based on sound cues. 

Materials: A recording of a series of sounds (footsteps, running wain, a 
door slamming, and so on). You can make this yourself at home, or use 
published materials (see bibliography). 

Procedure: Play the sequence of sounds to the students, and ask them 
what sort of things they think are going on. Get some suggestions: 

A man is running across the room. 

Someone is washing their hands. 

Then replay the sequence, bit by bit this time; stop after every lew 
seconds, and ask the students to write down what they think is 
happening; help with vocabulary as needed. At the end, they should get 
together in pairs or groups to see if they have a coherent series of events 
that explain the sequence of sounds - all in the present progressive, of 
course. Then hear and compare the different versions. 

Variations: Use a sequence of different pieces of music in contrasting 
moods, instead of sound effects. Tell the students that the music is the 
background to a brief video sequence; can they reconstruct what is 
going on? Otherwise the procedure is as above. This is more demand¬ 
ing of their imaginations, but results in more varied and interesting 
stories. 


27.5 Silhouettes 

Use of the present progressive to describe action-in-progress, mainly in 

the interrogative; oral brainstorming. 

Materials: A series of silhouettes showing people in the process of some 
action, usually holding, or standing by, some object or instrument. 
These may be made easily by sticking magazine pictures of suitable 
figures on black paper, then cutting out. The resulting silhouette may 
then be displayed against a background of white paper, or a 
whiteboard, if you have one; or simply laid on the overhead projector. 
Some examples in Box 71a ; solutions in Box 71b. 

Procedure: Present the first silhouette and invite students to guess what 
sort of a person it is and what he or she is doing. 

Is he holding something? 

Is he holding a musical instrument? 

They may need some new vocabulary; supply as needed. 

Variations: You can put up several silhouettes at once, numbering 
them, and ask students to guess whichever one they like. This means 
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Ih.it when they <J< ••I'.iii ol, <>' B*-I lt ‘* U P with, one of them they can 
m „vc on to one ..I the others. This tends to speed up the rate ot 
suggestions, and therefore increase the amount of practice. 


BOX 71a 


Silhouettes 



j_ _' 
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BOX 71b 


Silhouettes (solutions) 


i_x 
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//.(* Temporary and permanent 

IK. ol the present progressive to indicate a temporary state or action; 

, nntrast with present simple; composition of sentences based on set 
l.n imila; written and oral. 

I‘>on’dure: Describe to the class some things you are doing tempor¬ 
arily, and contrast with more permanent or usual situations; 

At the moment I’m speaking English, but most of the time I speak 
French. 

This year I’m living in Paris, but my permanent home is in 
Scotland. 

Ask the students to write down a few similar sentences. They may 
begin them with: 

At the moment... 

Today... 

These days ... 

This year/month/week ... 

and they may choose as their subject someone well known to them - it 
does not have to be themselves. They then read out their sentences to 
each other, in the full class or in small groups. Encourage them to ask 
each other questions: 

Are you enjoying living in Paris? 

Where do you live in Scotland? 

Variations: Tell students to read out only one half of their sentence: 
At the moment I’m not feeling very well ... 
and ask others to try to reconstruct what the other half is. The one who 
guesses nearest the original suggests the next half-sentence. 

See also: 

9.2 Diaries (use of present progressive to indicate future); 

9.3 Finding a time to meet (use of present progressive to indicate 
future); 

15.5 Common denominator (using present progressive in the original 
sentence); 

20.5 What’s being done? (using either active or passive); 

26.5 Oh! (using present progressive instead of present perfect); 

26.6 Accounting for moods (using present progressive instead of present 
perfect); 

28.4 What’s my line? 
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28 Present simple 


28.1 Opinion polls 

Use of present simple to describe states of feeling, thinking, etc.; 

and answering set questions; optional free discussion or writing .■>. 

follow-up. 

Materials: Individual copies of questionnaires designed to elicit opm 
ions on some subject of interest to the class. My example (Box 72) is | 
feedback sheet on the English course the students are currently doing, 
but you could construct similar questionnaires on any topic of general 
or local interest (see Box 43c, page 156). Or use questionnaires hi., 
those in Boxes 40, 43a and 43b, pages 144, 153 and 154. 

Procedure: Give out the questionnaires, and go through them if net n 
sary checking that they are understood. Ask students to read ih< 
questions and tick their answers. Or they can administer the question 
naires to each other, marking down their partner’s responses. They 
may then compare and talk about their answers. 

Variations: For homework, each student writes a summary of his or Ini 
opinion of the topic of the questionnaire, in essay form, using the 
questionnaire answers as a source of ideas. 

They may also be asked to design their own questionnaires, eliciting 
opinions of classmates on topics that interest them (some possible 
topics in Box 43c, page 156). 


BOX 72 


, 

Feedback on this course 

Please tick the appropriate answer. 

1 How much do you feel you have learnt on this course so 1 

far? » 

A lot / quite a lot / not much / nothing 
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IIOX 72 continued 


2 Do you find the material: too easy? 

too difficult? 

about the right level of difficulty? 


3 How do you rate the teaching? 

Excellent / good / all right / not very good / bad / terrible 


4 Do you think you get: too much homework? 

too little homework? 

about the right amount of homework? 


5 Do you consider the material interesting? 

Yes, very / yes, quite / no, not very / no, it's very boring 


6 Do you want: more grammar? 

more vocabulary work? 
more listening? 
more talking? 
more reading? 
more writing? 


7 In general, do you prefer: working on your own? 

working in small groups? 
working in the full class, 
teacher-directed? 


8 Do you think you should have tests: once a week? 

once a month? 

less than once a month? 

never? 


9 Do you like playing games in class? 
Yes / sometimes / no 


10 Do you enjoy being with the other students, as friends? 
Yes, very much / yes / no, not particularly / no, not at all 


If you have any further comments, please write them below. 



(E) Cambridge University Press 1988 
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28.2 Animal habits 

Use of present simple to describe habitual action; composition of impl. 

sentences; oral or written. 

Procedure: Give the class the name of an animal, and ask them wh n 
they know about its habits. For example, a rabbit: 

It lives in a hole. 

It eats plants and vegetables. 

It has a lot of babies. 

It runs very fast. 

If they get stuck, suggest verbs they might base their sentences on (Inr, 
eat, move, mate, sleep, make, change, grow, die, give birth), rat Ik i 
than limiting them with non-open-ended questions like ‘Where does n 
live?’ 

Then ask them, in groups or pairs, to prepare a description of tli, 
habits of an animal of their choice. Each group later reads out its 
description to the rest of the class, who guess what the animal is. 

Variations: For homework, ask the students to choose an animal ami 
find out as much as they can about it, by looking it up in nature 01 
zoology books, encyclopaedias and so on (if these are in English so 
much the better, but such material can also be read in the native 
language). Then they should write a brief essay in English about then 
animal. 

In a later lesson, invite them to give brief talks about the animals they 
have studied. 


28.3 Routines 

Use of the present simple to describe routine actions; composition of 
sentences based on time expressions; oral and written. 

Procedure: Discuss briefly activities we do as part of our daily routine; 
and ask for examples of things people do regularly once a week, once a 
month, once a year. 

I visit my grandmother once a month. 

I take my vitamin pill once a day. 

Then give the students five minutes to write down as many things as 
they can think of that they do: 

1 Every day 

2 About once a month 

3 About once a year 

They should write their suggestions in full sentences, like the examples 
above; supply new vocabulary as needed. 
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In i'imips, t Ik v i• .id i 'in iI k ii lists to one another, and delete anything 
ibey have written down which someone else has as well. So that at the 
. ml, each student has only his or her ‘special’ routines, that no one else 
has. Later, a representative from each group describes these ‘special’ 
routines in the third person: 

Justine goes to ballet class every day. 

Paul doesn’t eat anything for one day every month. 

Some of these routines may give rise to interesting questions and 
answers - also in the present simple. 

28.4 What's my line? 

I Isc of present simple to describe habitual action, mostly interrogative; 

contrast between present simple and present progressive; oral guessing. 

Materials: Slips of paper, on each of which is written the name of a 
profession (examples in Box 73). 

Procedure: One student takes a slip, and does a mime showing some 
activity which a person would do in the course of the job indicated — 
but not something which immediately gives it away. For example, a 
‘bus-driver’ could mime locking up the bus, rather than steering and 
changing gear! 

Other students try to guess what the job is; they may ask general 
questions, in the present simple: 

Do you work outside? 

or questions connected with the mime, in the present progressive: 

In your mime, are you holding something? 

They may only make three direct guesses as to the profession (‘Are you 
a secretary?’), so should be very sure of their ground before doing so. 

\\\\\ v 
mrr 
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BOX 73 


Professions 

1-T 


1 policeman/woman 


2 teacher 


3 mechanic 


6 actor/actress 


7 farmer 


8 hairdresser 


11 secretary 


12 bus-driver 


13 pilot 


4 photographer 


9 model 


14 singer 


5 road-cleaner 


10 chef 


i- i - 
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15 computer 
programmer 


258 


28.5 What I do 


11st' of present simple to describe habitual action or state; writing and free 
disi ussion. 

AI jtenals: Individual copies of forms showing various fields of activity 
(sport, eating, hobbies, entertainment, etc.), with room to write in full 
sentences ( Box 74). 

Vmccdure: Ask students to write in one sentence stating one thing they 
do — or don’t do — in each field. For example: 
sport: I watch tennis, but 1 don’t play it. 
eating: 1 don’t eat pork, as I am Jewish. 
hobbies: 1 collect matchboxes. 

Then students get into pairs and tell each other about themselves. 
Finally, each student tells the rest of the class about his or her partner: 
Yossi watches tennis, but doesn’t play it... he doesn’t eat pork 
because he is Jewish ... he collects matchboxes ... 

(J omment : This is a good activity for the beginning of the course, when 
students are still getting to know one another. 


BOX 74 

I-1 

, Things I do t 


WORK 


HOBBIES 


SPORT 




















































At tiwth's 


BOX 74 continued 


EATING 


ENTERTAINMENT 


SOCIAL 


CLOTHES 


HOUSEWORK 


FAMILY 


TRAVEL 



i_I 
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78.6 Something special 

Use .it present simple to describe habitual action or state; oral inter¬ 
action, and/or writing. 

Procedure: Ask each student to write down one interesting (present) 
(act about him or herself (an unusual hobby, habit, job, possession, 
ability, disability) that he or she would be willing to talk about: 

1 go bird-watching every weekend. 

I only eat natural foods. 

- and do the same yourself. Then you and individual students present 
your topics, talk about them briefly, and answer questions. 

Variations: Students can write about their topics instead of discussing 
them; or write as a preparation for oral presentation and discussion. 
Comment: Again, a good getting-to-know-you activity. 


28.7 Associations 

Use of present simple to describe feeling, opinion, etc.; free composition 

of sentences based on picture cues; oral. 

Materials: A pile of smallish pictures depicting objects, animals, scenes. 
You can use simple drawings, like those in Box 5, page 56; but colour 
photographs cut out of magazines are better. 

Procedure: Spread the pictures on a table in the middle of the class¬ 
room, and invite each student to choose one that arouses some kind of 
definite positive or negative reaction in him or her. Then invite each to 
show his or her picture and say whether he or she likes it or not, and 
why. Start the ball rolling yourself: 

I like this picture of a dog - 1 love dogs, and this one reminds me 
of our own dog at home. 

Comment: Not all the student responses will be in the present simple; 
they may respond to a picture because it reminds them of something 
that happened in the past, or something they hope will happen in the 
future. This is perfectly acceptable; the main thing is that the students’ 
descriptions of their own reactions (‘I think/feel/like/hate...’) should 
be in the present simple. 
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At nutnes 

28.8 Things in common 

Use of present simple to describe habitual action or state; lire tn il 

interaction and writing. 

Procedure: Put students in pairs, tell them to talk to each other and tty 
to find as many things as they can in common with one another m tl»i • * 
minutes. These should not include things they can find out |nst by 
looking at one another, e.g. that they both have blue eyes ot m 
wearing jeans; nor should they include more than two things beginning 
‘We both like...’ 

They should write down the things they find out they havi m 
common in full sentences: 

We both have two brothers. 

We both like reading detective stories. 

Then ask the pairs to describe their common features. Which pan 
found most? 

Variations: Each student has to find at least one thing in common wii h 
as many other members of the class as they can; each talks to a partnci 
for as long as necessary to discover a common feature, then changes 
partners. They note down names and common features as they find 
them. At the end, call out pairs of names at random, and find out whai 
they have in common. 

Comment: Another good getting-to-know-you activity. 

28.9 Proverbs 

Use of present simple to express general truths or make generalizations; 

reading and free discussion. 

Materials: Individual copies of a list of well-known proverbs using the 
present simple. There is a selection in Box 75; you can find more in 
books of proverbs (see bibliography, under Other sources ). 

Procedure: Read through the list of proverbs with the class, clarifying 
any difficult vocabulary and making sure the significance of each is 
understood. Then divide the class into small groups, and ask each 
group to pick out proverbs they think are untrue or misleading, discuss 
what is wrong with them, and invent a version that seems to them 
preferable. At the end, come together and discuss each proverb and its 
new versions. 

Variations: Students can be asked to learn the proverbs by heart; then 
ask them to recall and write out as many as they can. 

It is quite interesting to compare parallel proverbs in the students’ 
native language, and discuss differences/similarities. 
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BOX 75 


__ 

i 

Proverbs in the present simple 

i 1 A rolling stone gathers no moss. 

1 2 Still waters run deep. , 

3 Eavesdroppers hear no good of themselves. , 

4 Love makes the world go round. i 

i 5 Actions speak louder than words. 1 

• 6 Too many cooks spoil the broth. 

7 A bad workman blames his tools. , 

8 Every cloud has a silver lining. i 

i 9 Absence makes the heart grow fonder. 1 

i 10 The early bird catches the worm. 

1 11 A new broom sweeps clean. , 

| 12 Dreams go by contraries. i 

i 13 It's an ill wind that blows nobody any good. i 

i 14 Familiarity breeds contempt. 

1 15 Bad news travels fast. i 

16 The more you have the more you want. i 

i 17 Nothing succeeds like success, 

i 18 God helps them that help themselves. 

1 19 Practice makes perfect. | 

20 Two wrongs don't make a right. i 

_i 

---- 
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28.10 Theme music 

Use of present simple to recount the plot of a book, film, etc.; free writing. 

Procedure: Play the class a recording of music, chosen according to 
your own taste, and tell them this is the theme music of a film. Can they 
imagine what kind of film it is, and what sort of plot it has? They need 
not write down an entire story, but should note down some details of a 
plot that seems to them to fit the music: 

This must be a romantic film ... it’s about a girl who falls in love 
with a handsome nobleman ... but he already has a wife ... in 
the end they all die... 


263 



























At tirihcs 


28.11 Recall the plot 

Use of present simple to recount the plot of a story, play, film, etc.; frn 

discussion and writing. 

Procedure: Tell the students about a film you have seen or a book you 
have read recently: recount the plot briefly, in the present simple. < »n 
one or two of the students to do the same. Then ask students to wriir m 
essay recommending to you a film or book that they have found 
particularly good; the essay should include a resume of the plot. 

Variations: Have a ‘May I recommend?’ session in class: studenis 
recommend to one another films, books, or plays, recounting pans of 
their plots. They may improvise their recommendations orally, or read 
out the essays they have written. 

See also: 

2.3 Frequency surveys\ 

2.4 What do you do when . .. 

4.2 Similarities ; 

5.8 Preferences ; 

7.1 Defining by sense ; 

7.2 Not what it seems ; 

14.2 Opinion questionnaire ; 

15.5 Common denominator ; 

27.6 Temporary and permanent ; 

30.2 Clues for solving. 
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29 Pronouns 


29.1 Reverse guessing 

Subject and object pronouns, and possibly possessive adjectives, in 
simple sentences; oral brainstorm. 

Procedure: One student is sent out of the room, and the rest of the class 
choose an object or person to be guessed. When the student comes 
back, he or she is told if the item to be guessed is masculine, feminine or 
neuter gender, and whether it is singular or plural. The ‘knowers’ then 
throw out hint after hint as to what the item is, using the appropriate 
pronouns, until the student is enabled to guess the answer. For 
example, if the answer is ‘a (female) hairdresser’, the class may say 
things like: 

She uses scissors. 

She works inside. 

She needs special training. 

The guesser should be instructed not to guess, even if he or she is fairly 
sure of the answer, until the rest of the class have exhausted their ideas 
for hints. 

For a written assignment to follow, students can be asked to 
compose a series of hints in the form of simple sentences intended to 
lead to a certain solution. If this is done for homework, you then have 
not only to correct the grammar of the sentences, but also to guess the 
solutions. If done in class, the sets of sentences can be exchanged 
between students for guessing. 


29.2 Eavesdropping 

Various kinds of pronouns and possessive adjectives in dialogue; reading, 

interpreting and adding to set texts, orally or in writing. 

Materials: Short dialogues, using a lot of pronouns and possessive 
adjectives, but with no antecedents, so the context is unclear. Some 
examples in Box 76; see also bibliography. 

Procedure: Tell the students they are eavesdropping on a dialogue - but 
they missed the beginning of it, so they don’t know who the people are 
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that arc being talked about, or what the uruunfitames an*, t in tin > 
suggest an interpretation? Work together with them on one dialogue* 
gathering various suggestions, then put them into pairs to woik <*h 
another. Having decided on their interpretations, each pan of student* 
then composes a beginning to their dialogue, which supplies .mu 
cedents to the pronouns, and explains what is being talked about 

Variations: The pairs decide how they understand their dialogues m l 
then act them, without any additions, to the rest of the class, trying, to 
make their interpretation as clear as possible through intonation* 
gesture, etc. If the rest of the class cannot guess, they then explain win * 
they think is being talked about and why. 

Or students can compose their own similar dialogues, whose cxpla 
nations only they know, for others to work out. 

Comment: This activity covers a wider range of pronominal forms than 
the previous one, and provides opportunities for you to review some 
commonly confused forms ( themselves , not theirself , for example), 
pronominal expressions (like by himself) or the differences between, 
say, her and hers. 

See also: 

15.6 Guessing ; 

24.3 Whose is it?; 

24.4 Distributing goods. 
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BOX 76 

Pronoun dialogues 


Dialogue 1 

a: ... I told her there'd be no trouble, but she wouldn't listen. 
b: They never do, none of them. But she's the worst of them all. 
a: What do you think he'll do when we tell him? 
b: Don't know. He can't manage by himself, anyhow. He'll need our 
help. 

a: Ours, and theirs too. 


Dialogue 2 
a: Whose are they? 

b: How should I know? Not mine - and not hers either. 
a: We found their suitcase in your apartment.They must have been 
there themselves. 

b: This one? Are you sure it's theirs? Anyway, it's not my apartment, 
it's his. Why don't you ask him? 


r 


-i 


Dialogue 3 

a: You really ought to tell him yourself it's yours. 

b: Me? I can't. He'll kill me. Or kill himself. 

a: He'll find out by himself sooner or later. 

b: Not if I can keep her quiet. She's the one I'm scared of. 

a: Yes, well, it's hers too in a way, isn't it? 


Dialogue 4 , 

a: Pick him up! , 

b: Pick him up yourself! He's yours, not mine! i 

a: I'm busy with her. She's the difficult one. i 

b: I think he's the worse of the two. He's uglier than her. I won't touch 
him. | 

___i 

(£) Cambridge University Press 1988 
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30 Relative clauses 


30.1 Likes and dislikes 

Use of relative clauses to define nouns; composing sentences based on \< i 

pattern; writing and oral interaction. 

Procedure: Give the class the introductory cues: 

I like people who ... 

I dislike people who ... 

and ask everyone to complete the sentences in writing according to 
their own opinions and preferences. Then ask them to tell you what 
they have written, and write up the results on the board: you then have 
a profile of the class’s favourite — and un-favourite - people! 

Variations : Give the students similar beginnings, but with different 
nouns, using a variety of types of relatives: ‘days when...’, ‘places 
where..‘teachers who ...’, ‘films which ..‘lessons in which ...’ 

Instead of pooling the students’ sentences in the full class they can do 
the same in groups; or each student can go round trying to find 
someone else with the same likes and dislikes as him or herself. 


30.2 Clues for solving 

Use of relative clauses to define nouns; composing noun phrases with 

relative clauses; mainly reading and writing. 

Materials: A number of lists of different nouns, known to the students; 
all the nouns on any one list should begin with the same letter. Some 
examples in Box 77. 

Procedure: Write up one such list on the board, and ask students to 
suggest definitions for each item, using relative clauses. For example: 
a policeman: Someone who directs traffic 
a post office: A place where you can buy stamps 
Divide the class into pairs or small groups, give each of these one such 
list and ask them to make up a similar definition for each noun. They 
then copy out their definitions, without the original nouns. The lists of 
definitions are exchanged, and students work on each other’s clues: 
what were the original nouns? And which letter began them all? If there 
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.lie not too many, n .id out the clues and check answers at the end. 
Variations: You may ask the students themselves to compose the 
original list of nouns, instead of giving it to them ready-made. 


BOX 77 


Nouns for defining 


i-r- t 


List 1 

i 

| List 2 

i 

| List 3 

a policeman 

1 a duck 

1 a book 

a parrot 

a doctor 

Bangladesh 

a pen 

Denmark 

, bread 

a pear 

i a door 

i a bedroom 

Poland 

i December 

i a baby 

a post office 

i a dream 

• a bottle 

a panda 

a daughter 

a bus 

pre-history 

a dollar 

i 

, a birthday 

i 


List 4 

i 

[ List 5 

i 

| List 6 

Australia 

Hollywood 

1 spaghetti 

an apple 

, a helicopter 

a shoe 

August 

i a hand 

i Saudi Arabia 

an airport 

i a hotel 

i a shop 

an artist 

• a holiday 

1 a snake 

an African 

1 a hairdresser 

1 the sun 

i 

an alligator 

history 

the summer 

acid 

i a horse 

i 

i a scientist 

i 


List 7 

i 

| List 8 

| List 9 

a cow 

a television 

the morning 

Canada 

Thailand 

, Malaysia 

a chicken 

i a tomato 

i a mother 

a carpenter 

i a tiger 

i a motorbike 

a cigarette 

1 tennis 

1 a map 

coffee 

a taxi-driver 

matches 

a cinema 

, a ticket 

money 

Christmas 

i a tooth 

i milk 


L 


L 


J. 


J 
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BOX 77 continued 


r - f - 7 


1 List 10 

i 

i List 7 7 

| 

i 

1 List 12 

I 

1 night 

i wine 

1 

1 an egg 

1 New Zealand 

• Wales 

! England 

, a newspaper 

the winter 

, an elephant 

i a nurse 

i a wife 

i the evening 

i a nut 

i a witch 

i an emperor 

1 a neighbour 

1 a water 

an engine 

, a nose 

J the west 

, economics 

i a name 

, a wall 

i 

i an entrance 

i 


L- L -l 
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Comment: You might prefer to spread this activity over two sessions; 
this gives you time to take in the lists of definitions and check and 
correct them before giving them out to be guessed. 

During the second (guessing) stage it is a good idea to tell students to 
write their solutions on a separate piece of paper; then the list of clues 
can be passed on to other students for guessing. 

30.3 Write your own test 

Use of relative clauses for defining nouns; composition of relative clauses 

based on noun cues. 

Materials: A list of nouns, or noun phrases, and adjectives that the class 
has learnt recently. 

Procedure: This is really a variation of 30.2 Clues for solving, but 
rather more serious and challenging. Tell the students they are going to 
write their own vocabulary tests, which will be administered next 
lesson. Give them the list of vocabulary, and ask each student, or each 
pair of students, to write a definition of ten of the items, using relative 
clauses. Beside each definition they leave a dotted line where the 
answer will be filled in. 

A woman whose main job is looking after the home:. 

With adjectives, they write a definition of a noun described by the 
adjective, and then put the noun beside the dotted line. For example: 
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A nuiii who li.is never learnt very much : An man. 

They then exchange and do each other’s tests. 


Variations: You can take in their papers after the first session for 
checking and correcting, then administer the tests next time. 

If you have time, you might like to type out and make multiple copies 
of the tests for administering later. In any case, the solutions are best 
checked orally, in the full class. 

Comment: An excellent way to consolidate vocabulary! 

30.4 Elaborating a story 

Use of non-defining relative clauses for description; free composition of 

clauses based on noun cues; oral or written. 

Materials: Any short story or anecdote, taken from your coursebook or 
from published collections of stories (see bibliography). Copy out the 
story, leaving a comma and half-line gap after some of the nouns. For 
example: 

Once upon a time, there was a girl called Goldilocks,. 

..She lived in a house,., 

with her mother,. 

Procedure: Give each student a copy of the story, and ask them, in 
pairs, to invent and write in relative clauses. These can be conventional 
and appropriate to the story: 

Goldilocks, who was very pretty and had long golden hair, 
or you can ask for original and unexpected ones: 

Goldilocks, whose hair was really brown (but she dyed it yellow). 
At the end, hear suggestions and choose one for each space; finally, 
read out the finished story. 

Variations: Don’t tell the students what the story is, but just give them 
each noun in turn, out of context, and ask for suggestions for a relative 
clause describing it. Fill in the most incongruous or original suggestion 
each time; when all the nouns have-been described, read out the result, 
or show it on the overhead projector: it can be very entertaining. 

30.5 Let's complain 

Relative clauses with prepositions; brainstorming noun phrases with 

relative clauses, and constructing sentences based on them; mostly oral. 

Procedure: Tell the students they (and you!) are going to have a 
complaining session — let off steam about all the things that bother 
them. But first they have to think of things to complain about; and 
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these must be expressed by nouns will) relative clauses tli.it u i 
prepositions. For example, they might like to complain about 
The people I work with 
The house/town I live in 
The book we learn from 
The person I sat next to in the bus today 
Get the students to brainstorm as many such phrases as they can think 
of, and write them on the board. You might help them by suggesting 
topics: people, surroundings, equipment, entertainment. Then ask 
them to let loose their complaints! They can, of course, add to, modi I \ 
or present variations of each other’s suggestions. 

Variations: After the brainstorm, you might give them a few minutes to 
write down some complaints before sharing them orally. 

As a follow-up they might discuss what they could do about the 
various problems. Invite students to offer each other friendly advice. 

For homework, ask them to recall and write down things they and 
other people complained about. Or make a list of things they are 
pleased about, and write similar sentences about them. 

Comment: It is up to you, of course, what exact forms you wish the 
relative clauses to take: you might wish to include the relative 
pronouns: 

The book which we learn from 
The person who I sat next to 

Or you might wish to use more formal phrasing, putting the preposi¬ 
tion at the beginning of the relative clause: 

The people with whom I work 
The house in which I live 

In any case, make it clear through your own first examples what 
pattern(s) you wish your students to follow. 
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31 Short answers 


31.1 Answering guesses 

Short answers to ‘yes/no’ questions; oral. 

Procedure: Divide the class into two teams, each of which chooses three 
items; one person, one object, one group of things or people. They then 
proceed to guess each other’s items. 

The first team tells the second whether the item is represented by he, 
she, it or they. Then anyone in the second team may ask ‘yes/no’ 
questions to elicit information, and anyone in the first team may reply - 
but the responses must include ‘short answers’, not just ‘yes’ or ‘no’: 

Yes, it is. 

No, we can’t. 

No, they don’t. 

They may go on guessing and answering until all items have been 
discovered (or despaired of); or you may prefer to set a time limit or a 
limit on the number of questions for each item. When the first three 
items have been guessed, teams may go on to set further ones. 

Comment: It is a good idea to check the items teams choose before the 
guessing starts, to make sure they are not too easy or difficult. Or 
prepare your own items in advance to give to each team. 

31.2 Don't say yes or no 

Short answers to ‘yes/no’ questions, without using ‘yes’ or ‘no’; oral. 

Procedure: The objective is to try to get other students to say ‘yes’ or 
‘no’. Any student may address a question to any other member of the 
class — but the answer must be in the form of a short answer, without 
saying ‘yes’ or ‘no’. Anyone who makes a correct short answer without 
‘yes’ or ‘no’ gets one mark; anyone who makes an incorrect response or 
uses ‘yes’ or ‘no’ deducts a mark. After a few such exchanges, when the 
procedure and scoring system are clear, divide the class into groups and 
tell them to continue similar exchanges within their groups, making 
sure that all group members get equal opportunities to ask and answer. 
At the end, ask for groups’ total scores. Which group won? 
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31.3 Written enquiries 

‘Yes/no’ questions and short answers, in writing. 

Materials: A pile of small blank pieces of paper. 

Procedure: Give each student the name of one other student. Then h 
student takes a piece of paper and writes on it a ‘yes/no’ question 
addressed to the person he or she has been allotted. It should In 
something which he or she is genuinely interested to know. The papn 
is then folded, the name of the addressee written on the outside, and 
passed to the addressee. The addressee writes a short answer: 

Yes, I do. 

No, they aren’t. 

— but may also add any extra details if he or she wishes: 

Yes, I do, sometimes. But not so much as 1 used to. 

The note is then returned to the original asker. 

As soon as any student has finished writing one question, or finished 
writing an answer, he or she takes another piece of paper and writes 
another question addressed to someone else. 

At the end, ask students to read out exchanges they think are 
particularly interesting. 

See also: 

15.1 Dialogues (using short answers in the basic texts); 

15.4 Questionnaires (responding orally with short answers). 
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32 Tag questions 


32.1 It's true, isn't it? 

Use of tag questions to check information, using both rising and falling 
intonation patterns; free composition of sentences; writing and oral 
interaction. 

Procedure: Each student writes down some things that he or she thinks 
he or she remembers about other members of the class, in the form of 
simple statements. 

Anne lived in Argentina for three years. 

Don hates snakes. 

Give them a few minutes to write sentences; then tell them to go to the 
people they have written about and check their information. Remind 
them that the tag questions should have a falling intonation if the asker 
is fairly sure of the answer, and a rising one if not. 

Anne, you lived in Argentinafor three years, didn’t you? (sure) 

Don, you hate snakes, don’t you? (not sure) 

They tick the facts they got right and correct the ones they got wrong. 

Variations: Ask all the students to write up on the board subjects they 
feel they could answer questions about: special skills, hobbies, jobs, 
fields of knowledge. Then all the students write down things they think 
they know about other people’s fields of expertise, and check them, as 
described in Procedure above. When answering, the ‘experts’ may of 
course add further details and information. At the end, ask students to 
share new things they have learnt. 


32.2 We both know ... 

Use of tag questions in casual chat to show expectation of agreement or 
common knowledge, using a mainly falling intonation; inserting tag 
questions into set (dialogue) texts. 

Materials: Individual copies of a set of five or six short written dialogues; 
these can be taken from your textbook or from published collections of 
dialogues (see bibliography); some examples in Box 78. 
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Procedure: Put the students into pans, and .r.k r,idi pan tochomr urn 
of the dialogues and insert tag questions where ilicy feel the speak< n 
are expecting agreement or sympathy, or talking about something huth 
know about. What difference do the insertions make to the imph 
cations of the dialogue? Ask pairs to perform the two versions ol then 
dialogue, making the difference clear. 


BOX 78 


Dialogues for adding tags 


Dialogue 1 

a: Nice day. 

b: It'll rain tomorrow. 

a: Why should it? 

b: It's the picnic tomorrow. Always rains for the picnic. 
a: You are in a lousy mood today. 


Dialogue 2 

a: I think I'll try this one. 

b: Oh, yes, a lovely colour. Just matches your eyes. 
a: How much is it? 

b: Twenty pounds. It's much cheaper than the red one. 
a: But the red one will wash better. 


Dialogue 3 

a: I really don't know what to do,... 

b: Well, that's why you're here. You can't keep it to yourself forever. 
a: I've been such a fool. 

b: No you haven't. We all make mistakes sometimes. 
a: It helps, talking to someone about it. 
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BOX 78 continued 


Dialogue 4 

a: You know where the microfilm is. 
b: I've told you again and again that I don't. 
a: We'll just have to help you remember. 
b: I can't remember what I don't know. 
a: That's what we're going to find out... 


Dialogue 5 

a: You know I love you. 
b: Yes, but... 

a: I wouldn't ask you to do something wrong. 
b: You haven't told Jean? 

a: No, of course not. It'll be a secret between the two of us. 


Dialogue 6 

a: Very good, Georgie, that's a beautiful picture. 
b: I can paint all over Pattie's picture now. 
a: No, Georgie, we don't spoil other people's pictures. 
b: I do. 

a: Now you've made poor little Pattie cry. 
b: Get lost. 

a: Georgie, that's not the way we talk to our teacher... 


© Cambridge University Press 1988 
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33 TO form of the verb 


33.1 What to do 

Use of to form of the verb after question words who, where, when, what, 
whether, how; constructing written sentences based on given pattern, 
followed by oral interaction. 

Procedure: Divide the class into an even number of groups. Half of 
these groups are told that they are tourists planning to visit an island 
they know nothing about. The others are groups of natives of various 
such islands. The tourists draw up a list of things they would need to 
find out. Give them a list beginning: 

We would need to find out... 

... how to get to the capital. 

... where to stay. 

and ask them to complete it with as many other similar queries as they 
can think of. Meanwhile each of the other groups chooses a name for 
their island and then makes a list of their own, beginning: 

We can tell them ... 

... how to get to the capital. 

... where to stay. 

— but they also, of course, have to agree on their answers. Then each 
tourist group joins up with a native group to ask: 

Can you tell us ... ? 

and notes down the information they are given. The native group may 
also add: 

You didn’t ask ... 
and may give extra information. 

If you have time, let every tourist group meet every native group, and 
decide in the end which island they would choose to visit. 


33.2 Wants 

Use of to form of the verb after verbs like want + object (‘I want you 
to...’, ‘He would like me to...’, ‘We asked you to...’): constructing 
sentences based on set pattern; written. 
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Materials. A set of pu cures of people talking to one another, as in Box 
V), page 141 displayed, or distributed as individual copies. 

Procedure: Elicit from students suggestions as to what each character 
in the different picture might want from the other: 

The patient wants the doctor to cure him. 

The girl on the left wants the girl on the right to keep her secret. 
Brainstorm as many ideas as possible for each picture. For homework, 
give students more pictures (possibly from your coursebook), and ask 
them to do the same in writing. 

Variations: The same can be done with fictional characters, if you are 
reading literature with your class: what does each character in the story 
want from the others? This is a good way into a general discussion of 
character. 

Or ask students to write down what their parents want them to do; 
and then divide their sentences into ‘Things they want me to do, and 1 
want too’ and ‘Things they want me to do, but I don’t want for myself.’ 
Good for teenagers. 

Comment: My examples are based on the verb want; but other 
common verbs such as ask, tell, would like, expect, advise, warn, 
persuade, etc. can be practised through similar activities. 


33.3 Purposes 

Use of fo + verb to express purpose; free composition of sentences based 
on cues. 

Procedure: Write on the board a few names of locations: local institu¬ 
tions or shops, or places of interest (shown in Box 79), and elicit 
suggestions why we might go to each one: 

THE BANK: We’d go there to get money. 
the capital: We’d go there to see the sights. 

Then divide into groups, ask each group to make its own list of places, 
and suggest a similar sentence for each one. They then read out their 
sentences, and other groups guess what the places were. 
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BOX 79 


Places to visit for a purpose 


1 

THE BANK 

8 THE CAPITAL 

15 

THE COUNTRY 

2 

THE POST OFFICE 

9 A HAIRDRESSER 

16 

THE THEATRE 

3 

A SUPERMARKET 

10 ACLINIC 

17 

A CHEMIST 

4 

A HOTEL 

11 A BUS STOP 

18 

A TRAVEL AGENT 

5 

A SCHOOL 

12 A PUB or BAR 

19 

A GARAGE 

6 

THE BEACH 

13 A PARK 

20 

THE ZOO 

7 

THE RIVER 

14 A GYM 

21 

A SWIMMING POOL 


i-- 
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See also: 

6.5 If only ; 

13.6 What would you need to know*\ 
17.3 Desert island equipment. 
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34 Used to 


34.1 How things used to be 

Used to to describe past habits or states, contrasted with present; free 
composition of written or oral sentences. 

Procedure: Ask students to brainstorm a list of manufactured products 
they possess or often use; suggest things connected with transport, 
instant food, clothes, entertainment, the media, their studies. You 
might get things like: a car, a tin of sardines, jeans, a newspaper and so 
on. Then ask the students to go back in their imaginations to the 19th 
century - or even to the Middle Ages - when these things did not exist, 
and describe what people used to do instead of using them. They can do 
this orally, or in writing, giving you their ideas later. 

People used to travel by horse, or by carriage. 

People used to keep food by salting it. 

Women used to wear dresses all the time. 

Write up their suggestions on the board, and then discuss: what were 
the advantages and disadvantages of the different things that used to be 
or happen? 


34.2 Have I changed? 

Used to to describe past habits or states, contrasted with the present; 

written composition, possible discussion follow-up. 

Procedure: Ask students to consider how their personalities, or per¬ 
sonal habits, have changed over the last ten years (or 20 years, for 
mature students). Each should write down some things they used to be, 
or enjoy, or do, and contrast them with the present: 

I used to do a lot of sport - but today I only play tennis. 

I used to be much more irritable than 1 am now. 

Variations: When they have finished writing, students may simply give 
their compositions in to you. Or ask them to get into groups and share 
some of their ideas - see if they have some 'used-to 's in common. Then 
report back: 
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Both liana and I used total a lot of sweat things hut we don't 
any more. 


See also: 

2.3 Frequency surveys (using ‘good teacher 1 questionnaire and sen¬ 
tences like: ‘She used to smile very often’); 

13.5 People used to believe ; 

17.10 Then and now; 

19.5 Numbers that are important to me. 
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In this index the names of the activities are in heavy type. 


at ant some, 53-4, 86-93 
activation of learners, 25—31 
activities, design of, 17-31 
Address book, 191-2 
adjectives: position of, 44-7; 

comparison of, 62-74 
adverbs, 48-52 

advertisements: Looking at, 62; 

Making, 62-3 
Advice for a novice, 175 
Alibi, 224-5 
Animal habits, 256 
Answering guesses, 273 
Are you a good witness?, 209-11 
articles, definite and indefinite, 53-4, 
86-93 

aspect, see simple, progressive, perfect 
Association dominoes, 55-7 
Associations, 261 

be, 165-71 

Being polite, 178-9 

Bingo, 122-3 

both ... and, 55-61 

brainstorm, 27-8 

Brainstorming comparisons, 63-4 

By men, by women or by both, 205 

can, 172-80 

Can you remember?, 234—5 
chain interaction, 28-9 
Chain story, 214-15 
Chains of events, 78 
Changes before and after, 206-7 
Changes in one’s life, 221 
Choosing or composing 

comprehension questions, 149 


Circle comparisons, 68-9 
Circle superlatives, 69 
classroom teaching, practical hints 
for, 32-43 

Clues for solving, 268-70 
Combining arrangement, 181-4 
commands, 127-35 
Common denominator, 156—7 
Comparing pictures, 64—7 
comparison of adjectives, 62—74 
comprehension questions, Choosing 
or composing, 149 
conditional clauses, 75-82 
continuous, see progressive 
Cooperative poem, 53-4 
Cooperative story, 225 
copula verbs, 83-5 
Correspondence, 138-9 
countable/uncountable nouns, 86-93 
coursebook exercises, improving, 
39-43 

Deductions, 180 
Defining by sense, 83 
Defining objects, 204 
Describe and arrange, 232-3 
Describing changes, 198—201 
Describing pictures, 165—8 
Desert island equipment, 173 
Detectives, 123-4, 226 
determiners, 53—4, 86-93 
Dialogues, 148-9 
Diaries, 95-105, 120, 206 
Dilemmas, 176-7 
Directions, 127-8 
Discrepancies, 190 
Distributing goods, 229 
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Don’t say no, 189 
Don’t say yes or no, 162, 27 3 
Dos and don’ts, 129 
Duties and privileges, 175-6 

Eavesdropping, 265-7 
either ... or, 55-61 
Elaborating a story, 271 
Election campaign, 203 
entertainment, 24 
Equipment for a project, 90 
Erasing picture dictations, 181 
exchanges (between teacher and 
student), 27 
Exam results, 193-5 
exercises, improving, 39-43 
Expanding headlines, 53 
extending activities, 36-7 

Family tree, 226-8 
Filling in forms, 161-2 
Finding a time to meet, 99-105 
Finding a twin picture, 168-70 
Finding twins, 44—5, 230—1 
Find someone who, 237-9 
Find someone with the answer, 
149-52 

Finishing conditional sentences, 

75-7 

fluid pairs, 29-30 
Frequency surveys, 50-1 
Future of a picture, 106-9 
Future of an object, 111-13 
future perfect tense, 120—1 
future tenses, 94-119 

games, 23 

Games and their rules, 174 
Getting in order, 195-6 
going to, 94-119 
grammar, teaching of, 4-10 
group work, 30-1 
Guessing, 158—9 

Guessing adjectival phrases, 45-6 
Guessing by abilities, 172 
Guessing locations, 231-2 
Guessing mimes, 248-9 
Guessing without yes or no, 189-90 


I lad a good day ?, I IS b 
Happy families, 1 2S 
have/has (gnf)> 122 -(> 

Have I changed?, 281-2 
heterogeneity, 13-14 
homework, 37—8 
Horoscopes, 118-19 
How could you do it?, 146-7 
How things used to be, 281 
How will the story end?, 117-18 
//clauses, 75-82 
If only, 80 

I have lived here for ..243—4 
Imperative symbols, 132-4 
imperatives, 127-35 
indirect speech, 136-42 
infinitive: with - ing , 143-7; with to, 
278-80 

information gaps, 21-2 
-ing form of the verb, 143-7 
Inserting adjectives, 47 
instructions, 33-4 
interaction in the classroom, 25—31 
interest, 15-16, 19-25 
interviews: Preparing, 163—4; 

Reporting, 136 
interrogatives, 148-64 
introducing activities, 33-4 
is/are , 165—71 
It’s true, isn’t it?, 275 

Justifying actions, 80-1 

Kim’s game, 89 
Kim’s diary game, 120 

learner activation, 25-31 
Let’s complain, 271—2 
Likes and dislikes, 268 
‘linking’ verbs, 83 -5 
Listening to stories, 213 
Looking at advertisements, 62 
Looking back, 82 

Making advertisements, 62-3 
Mime continuation, 109-11 
Miming adverbs, 48—9 
modals, 172-80 
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Modal symbols, 174 
moods, Accounting for, 240-2 
must , 172-80 
My tastes, 143 

negative sentences, 181-90 
neither ... nor 55—61 
not , 181-90 
Not what it seems, 84—5 
Number dictation, 192 
numbers, 191-6 

Numbers that are important, 193 

Oh!, 239-40 
open-ended activities, 21 
Opinion polls, 254—5 
Opinion questionnaire, 143-6 

pace, 35 

passives, 197-205 
Passives in the press, 197 
past: perfect, 206-7; progressive, 
208-11; simple, 213-25 
People used to believe, 139 
perfect: past, 206-7; present, 
236-45 

personalization, 22—3 
Picture dictation, 168 
Picture differences, 185-8, see also 
181-4 

Pictures into story, 215-18 
Piling up, events, 213-4; stores, 89 
planning lessons, 32-3 
Plans for a trip, 113-17 
play-acting, 24—5 
pleasurable tension, 23-4 
Possessions, 124 

possessive pronouns and adjectives, 
226-9 

Possible candidates, 60-1 
Predicting achievements, 120-1 
Preferences, 72 
pre-learning, 11—12 
preparing lessons, 32-3 
prepositions, 230—5 
present: perfect, 236—45 
progressive, 246—53; simple, 
254-64 


‘pro’ forms, 273-4 
progressive: past: 208—11; present, 
246-53 

pronouns, 265-7 
Proverbs, 135, 262-3 
Purposes, 279-80 
Putting stories in order, 218-20 

question forms, 148—64 
Questionnaires, 153-6; with negative 
answers, 188-9; see also 50-1, 
143-6, 254-5 
question tags, 275-7 
Quizzes, 73^4, 159—60 
Quotation quiz, 137-8 

Ranking, 70—1, see also 195 
Reading reports, 136 
Recall the plot, 264 
receptive practice, 26 
Recipes, 129-30 
record keeping, 38 
relative clauses, 268-72 
Remembering pairs, 86-8, 246-7 
repetition, 12 
reported speech, 136-42 
Results of events, 203-4 
Reverse guessing, 171, 265 
role-play, 24—5 
Routines, 256-7 

Shopping, 90-1 
Shopping list, 91-3 
short answers, 273-4 
Silhouettes, 250-2 
Similarities, 58—9 
Simon says, 127 
simple: future, 94—119; past, 
213-25; present, 254—64 
simulations, 24—5 
singular/plural, 86-93 
some , 86-93 
Something special, 261 
Sounds interesting, 224; see also 
250 

Stances, 130-1 

Story behind a photo, 221 

success orientation, 12-13 
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Superstitions, 78-9 
supplementary materials, 35-6 
surveys, Frequency, 50-1 
symbols, 132—4, 174 

tag questions, 275-7 
task, 17-19 
tastes, My, 143 
teacher assistance, 14—15 
teaching, practical hints for 32-38 
Telephoning, 191 
Tell me what they said, 140-2 
Temporary and permanent, 253 
tenses, see present, past, future 
tension, pleasurable, 23-4 
testing, 9-10 
the, 53—4 
The news, 236-7 
The right experience for the job, 
244-5 

The world tomorrow, 119 

Theme music, 263 

Then and now, 179 

there is/there are , 165-71 

Things have changed since then, 243 

Things in common, 262 

timing, 34-5 

to form of the verb, 278-80 
topic, 19-20 

used to, 281-2 

Uses of an object, 172-3 


visual focus, 20 1 
visual materials, 35—6 
volume, 12 

Wants, 278-9 
We both know .. . , 275-7 
What are they saying?, 164 
What does it sound like?, 250; see 
also 224 

What do you do when .. . ?, 52 
What has/hasn’t happened?, 239 
What I do, 259-60 
What is done and by whom?, 197-8 
What really happened?, 221-4 
What to do, 278 

What were you doing last night?, 

208-9 

What will you do with it?, 94—5 
What would you need to know?, 
139-40 

What’s being done, 202 
What’s going on?, 248 
What’s my line?, 257-8 
When did we meet?, 211-12 
Where would you like to live?, 

234 

Whose is it?, 228 

will, 94-119 

will have, 120-1 

Write your own test, 270—1 

Writing up a process, 202 

Written enquiries, 274 
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